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ABSTRACT 

The period immediately after entering the teaching profession is of the utmost importance 
to beginner teachers. This is a moment when beginner teachers learn how to become 
competent in the classroom. More often than not, beginning teachers are generally 
expected to assume full responsibility of professional teachers from the first day they 
report to school. In this regard, the transition from being student teachers to qualified 
teachers is seen as unproblematic. The beginner teacher is seen as totally prepared to face 
the reality of teaching. However, literature on professional development indicates that 
beginner teachers experience a kind of "reality shock" in their first professional year. 
This research study explored the concerns and problems experienced by beginner 
teachers during their first years of teaching, at three historically different high schools in 
Cape Town. A literature survey investigating the realities and conditions of beginner 
teachers in their workplaces- both local and international was conducted. Furthermore, 
existing research concernmg beginner teachers' professional growth was reviewed to 
shed light on the research area. A qualitative methodology was adopted in order to 
facilitate an in-depth understanding of the beginners' experience. Given the qualitative 
nature of my research topic, which dwells in-depth with people experiences, I found it 
convenient to use unstructured interviews as a means of collecting data. Unstructured 
interviews with six beginner teachers elicited descriptive data, which was analysed and 
later discussed. 
The findings revealed some serious problems that affect beginner teachers in their new 
schools. First and foremost, beginner teachers indicated that they felt isolated in their new 
schools. A strong feeling fo r acceptance emerged across the data. Unfortunately, in those 
schools wherein beginner teachers felt isolated (in this case, school A and school B), 
there are no structures to help them in their transition from student teacher to a 
professional teacher. Secondly, there exists a need in beginners to have control in a 
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classroom situation. A Imost all beginner teachers reported to have spent a good d~al of 
time teaching pupils to be responsible and to behave properly in classroom, that is, 
dealing with classroom management. Furthermore, beginner teachers in low socio­
economic schools reported to be teaching under the threat of violence. Some of the pupils 
in their classes are members of the gangster in the community. Most students depict lack 
of motivation to learn. This is because of the legacy of defiance bequeathed from the 
struggle against apartheid institutions. These kinds of character depicted by these pupils 
make beginner teachers to have difficulties in controlling their classes. Most of the 
beginner teachers in the study felt that they could not engage themselves in effective 
teaching because of lack of teaching materials. The state of affairs regarding teaching 
material in school A and school B leaves much to be desired. This is seen as one of the 
most frustrating thing in teaching. 
In the light of these findings, the study proposed guidelines for an induction programme 
in these schools as an effort to help beginner teachers face the challenges of teaching 
profession. The programme serves as a guide to schools, as each school has its own 
unique culture and way of doing things. It becomes therefore difficult to prescribe a 
uniform programme. Some of the problems identified in this study will require a joint 
effort by the department, the community and the schools to solve them. These are inter 
alia. violence, lack of teaching materials. The recommendation the study is making is 
that, each beginner teacher need to go through an induction course during his/her first 
year teaching. This induction course should include an aspect of a mentor for maximum 
success. 
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CHAPTER 1 
INTRODUCTION AND PROBLEM STATEMENT. 
l.1 TOPIC. 
THE TRANSITION INTO TEACHING. A study of the major problems ofbeginning 
teachers in three Cape Town High Schools and induction programmes to address 
them. 
1.2 INTRODUCTION. 
Teacher education still remains one of the key components of every education system 
throughout the world. larious educational reform initiatives depend largely on tea...:her 
professional growth fo r survival. In a present South Africa which is faced with 
enormous changes in education (curriculum 2005,inclusion, abolishing of corporal 
punishment, etc.) teacher education should receive serious attention by all 
stakeholders, because it is what teachers think, what teachers believe and what 
teachers do at the level of learning of classroom that ultimately shapes the kind of 
learning that young people get. 
Eventhough in recent years there has been international concern regarding the 
professional preparation of teachers; more attention has been dedicated to the training 
given to the teachers-to-be in the education institutions. In this case, the preparation of 
teachers is only taking place in the lecture halls of teacher training institutions and 
briefly in schools during practical teachings. Little is done on the school level in 
helping beginner teachers learn how to become competent in the classroom. 
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In South African context in particular, there is the lack of co-operation between 
teacher training institutions and the schools in regard to following-up what beginner 
teachers do in schools where they work. Beginner teachers are generally expected to 
assume full responsibilities of professional teachers from the first day they report to 
school. Given this kind of scenario in our education system, the question can be asked 
as to how beginner teachers cope. What are the realities of beginner teachers ' practices 
in the schools? What are their responsibilities? Do conditions in their workplace 
promote professional growth or motivate them to become competent in their teaching 
profession? These questions cannot be definitely answered. However, what this 
research attempt is to gain a greater understanding of the dynamics involved in the 
process of becoming a teacher. 
1.3 RATIONALE 
No period is more important for the development of teachers than the initial induction 
into the profession. The induction period forms the link between pre-service training 
and in-service training. A number of studies that have been published in international 
journals, on the working conditions of beginning teachers suggest that the beginning 
years of teaching are critical and often difficult transitional period in teacher 
development. More often than not this period of teaching has been described as the 
beginning teacher's paradox, trial and fire, the bridge, the period of fixedness of the 
joys and pains of giving birth (Andrews 1987; 71) It is the point at which the teacher 
experience the "shocks of Classroom reality" (Veenman 1984, 14S).Sanderfur(1982,4S) 
comments that this transition from colleges to schools is a period of intense aruciety, a 
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period when the beginner teachers are paralysed by the discovery that they don't 
know, and are unable to draw on previous training. 
It is evident from these information that becoming a teacher is not a simple transition 
from one role to another. It is more than that. It is a social process involving complex 
interactions between and among prospective and experienced teachers and their social 
situations. Entering the adult world personally and professionally is frequently difficult 
for young beginner teachers . For too long and in sad contrast to most other 
professions, many beginning teachers have been left to struggle with the complex and 
challenging demands of their first job, completely by themselves. As Lortie (1975; 3) 
has noted, te<.ching seems to be one of the few occupations where the beJinner 
becomes fully responsible from the first working day and performs the same task as the 
twenty five year veteran. 
Various studies done on this period in South Africa show similar findings with the 
international literature. Steyn and Nowlan (1989) conducted a study of problems 
experienced by beginner teachers in Mpumalanga (formerly known as Eastern 
Transvaal). From this study, both principals and beginner teachers reported that pre­
service training was not adequate enough to prepare new teachers for the reality of 
teaching. Beginner teachers were found to be not adequately prepared, for example, to 
draw suitable test and examination papers, to incorporate differentiation in teaching. 
The principals asserted that beginner teachers lack self-confidence; they also seemed 
unable to maintain adequate discipline. 
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In the study of the perception of beginner teachers on the induction of the latter from 
high ScilOOls in North west (formerly Bophuthatswana) conducted oy Sehlare and 
Mentz (1994), the findings, in correlation with the previous research as mentioned 
earlier, indicate that beginner teachers need more help from the principal with aspects 
such as discipline-related problems and smooth running of the classroom in general. 
The study also reported the lack of communication between the principals and the 
beginner teachers on the issue of who teachers may consult in the case of various 
problems . 
The question of classroom management becomes a big problem in Western Cape High 
Schools in particular. Schools are hard hit ~y violence which makes teaching not safe 
any longer. Schools in Cape Town's black suburbs are being overwhelmed by 
gangsterism that is threatening learning and has teachers fearing for their lives. 
According to a report by Argus ( 2 June 1998 : 12) during the day schools are favourite 
territory for the gangs, who give themselves names like Dogg pounds and West Siders. 
Isilimela Comprehensive High School in Langa is among schools hit hard by gang 
activity. According to the report, incidents this year include the theft of a teacher's car 
from the school grounds and the robbing of two teachers and a pupil at gunpoint. 
Isilemela Principal said , "we feel so insecure that sometimes, when we suspect people 
are not pupils, we are afraid to throw them off the premise because we don' t know 
what they will do to us". These kinds of crisis become a serious problem for new 
teachers. 
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The situation facing new teachers in South Mrican schools is more complex and 
difficult at present than in the past. First and foremost, the schools are in the process 
, 
. of shifting away from the old paradigm and adapting themselves into a new paradigm ­
.. Outcome Based Education (OBE). This enormous and rapid change in Education 
system which led to curriculum 2005, demand vigorous training for teachers. Given 
the fact that new teachers were not prepared for these changes in their preservice 
training, the reality shock become maximised. In a real teaching scenario it will only be 
those teachers who are having a lot of experience who can withstand the pressure but 
beginner teachers may find it difficult. 
My own interest in this area stems both from my own experience as a teacher in a high 
school, in the Northern Province as well as my experiences as a lecturer, with student 
teachers at a college of education in Mpumalanga. In my first year of teaching I was 
assigned to teach not only out of my subject areas, I was assigned to teach perhaps the 
worse performing and behaving students in the school. Students that even experienced 
teachers had some difficulty controlling and sought to avoid. Moreover, I did not have 
an assigned mentor. I felt being isolated. In effect, during the first few months of 
school, I was virtually on my own. Under similar conditions the other first year teacher 
in the school left teaching, being stressed. It was only after this teacher resignation that 
the principal sent another teacher to check and see how I was doing and modest 
assistance followed. I found my preparation years as a teacher being not adequate 
enough to have equipped me to face the challenges of real teaching. Paradoxically the 
school was expecting high level of competence from me. This was due to the 
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perception the school had that since I have a degree from the university I could do 
almost everything. 
My experiences were not isolated. A number of student teachers that I taught at 
Mgwenya College reported similar experiences. Most student teachers felt that schools 
do not have structures to help them cope with real classroom practice. They also felt 
that they do not possess from the college all what they need to succeed as teachers. 
The situation as they put it, is like being thrown into the deep part of the pool and told 
to swim. Beginner teachers expect help from principals, of which in most schools this 
was lacking. These experiences intrigued me and sparked my interest in understanding 
the success of initial teacher education, particularly in enabling beginner teachers to 
cope with the challenges of teaching. 
The complex nature of the teaching profession, and the non teaching related 
adjustment required of beginner teachers, and the upruptness of transition from student 
to teacher present a case for a more gradual induction of the teacher. It is within this 
context that this research paper investigated the dilemma of beginning teachers in their 
first three years of teaching at some selected secondary schools in Cape Town. 
1.4 THE AIM OF THE RESEARCH. 
The aim of this research is to explore the problems experienced by beginner teachers in 
three Cape Town high schools. In order to have a clear understanding of what is 
happening during beginning years of teaching, the following questions were addressed 
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• 	 What are the major problems of beginner teachers in their schools, and how did 
these relate to Fuller and Brown's (1975) theory of teacher development? 
• 	 Were the problems related to the school's historic circumstances? 
• 	 What steps or programmes can the school put in place to best assist teachers to 
deal with problems encountered in the first year of teaching? 
1.5 METHODOLOGY 
Methodologically, the research was located within a qualitative approach. This 
approach claims that reality and meaning are socio-psychological constructs, hence its 
link with social constructionism, and relationships and events are interconnected, 
multidirectional and complex. This understanding of reality militates against a 
quantitative or reductionist analysis and thus situations are examined in a micro 
fashion, where smaller events are examined in great depth. Such an approach yields in­
depth data as opposed to statistical findings . These findings are not considered to be 
generalisable, but provide depth of understanding as opposed to breadth 
(Maykut&Morehouse, 1994). In the context of this study this was particularly relevant 
since the research aimed at attaining an in-depth understanding of beginner teachers 
experiences, letting the voices of the subjects heard, and examining the complexities 
involved. 
Before embarking upon the specific aspects of the research, I conducted an intensive 
study of the literature dealing with the problems and induction of the beginner 
teachers, so as to serve as a general background. The research concentrates on existing 
research in the area of induction. The literature which has a bearing on this research 
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was also consulted, such as relevant books from libraries, journals, and newspapers 
which reports on the situation in Cape Town high schools. From these studies I 
developed a conceptual framework which helped me in the execution of the research. 
My framework was adapted from Fuller and Brown (1975) theory of teacher 
developmental stages. Most of the primary sources I consulted used a quantitative 
approach. The researchers used questionnaire as a method of collecting data. Herein I 
am pursuing a topic fo r which little qualitative studies have been conducted. I hope 
that pursuing a research on the same point (induction) with a different design will be 
more appropriate to my research question. 
The quest;.::m of my research seeks to describe the impressions and pe; ceptions of 
beginner teachers towards their first year of teaching. This question can best be located 
within a qualitative inquiry framework. Given the qualitative nature of my topic which 
dwells in-depth with people's experiences, I found it convenient to use interviews as a 
means of collecting data. Due to time constrains I could not use observation so as to 
see exactly what is happening during this period. 
Three schools were selected, in which two teachers per school were chosen. These 
teachers are those who are already in the field, have one to three years of teaching 
experience after their pre-service training at their respective teacher training 
institutions. These teachers were subjected to an in-depth intensive interview, which 
focused on their experiment practices. The criteria for selecting schools and teachers 
was basically based on the accessibility of each to the research and also a combination 
of ex-DET (Departmert ofEducation and Training), ex-HOR (House of 
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Representative), and ex-model C schools. Balance in sexes of all subjects was also 
considered. I analysed the data during and following the data collection process. 
Fieldnotes were reviewed using constant comparison for common themes, assertions, 
and discrepancies (Glaser and Strauss, 1967). At the conclusion of the interview I 
wrote short description of the six beginner teachers, organising the data in broad 
categories. This paper is drawing from these descriptions and quoting verbatim from 
the interviews with both the respondents to help the reader understand the experiences 
of beginning teachers' experiences and ·practices. 
1.6 DEFINITION OF TERMS. 
BEGINNER TEACHERS 
In this study beginner teachers refer to teachers who are in their first three years of 
teaching, after having received a diploma or a degree stating that they fully qualified to 
teach. 
PROBLEM 
A problem is seen as a difficulty that beginner teachers encounter in their performance 
of their task, so that intended goals may be hindered. 
INDUTION PROGRAMMES 
These are specific strategies and formal structures designed by the school or the 
department of Education to ensure that beginner teachers are integrated into the life 
and programme of the school and to professional growth towards becoming an 
effective teacher. 
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1.7 THE CONTENTS. 
In chapter 1, the proposed research is put into perspective. This introductory chapter 
deals with the statement of the problem, the aim of the research, research methods and 
the definition of terms. In chapter 2, related literature is reviewed so as to support the 
fact that beginner teachers need induction during this period. Chapter 3 is devoted to 
research methods. In this chapter the researcher gave the rationale behind the usage of 
qualitative approach in this study. In chapter 4, data analysed from interview with six 
teachers is presented and discussed. At the end of the chapter a summary of the data is 
presented in accordance with the aims of the research. Chapter 5 gives the 
recommendations and conc:usion of the study. 
10 
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CHAPTER 2. 
LITERA TURE REVIEW. 
2.1 INTRODUCTI01\. 

The first months in a new school and teaching are a most important experience for 

teachers. During this period, a continuing and complex process starts which transforms 

some beginner teachers in the teaching profession into expert teachers. However, 

literature on the beginning teachers reflects that the first year in the school does not 

only usher opportunities for personal growth and learning to teach, it may at the same 

time be accompanied with insecurity and lack of confidence among beginner teachers . 

JohnstQ1. and Ryan (1 983) state: 

First year teachers are aliens in a strange world; 
a world that is both known and unknown to them. 
Though they have spent thousands of hours in schools 
watching teachers and involved in the schooling process, 
the first-year teachers are not familiar with the specific 
school setting in which they begin to teach. (p. 137) 
It was within this context that this research strived to understand the problems of 
beginner teachers in some selected high schools in Cape Town. To gain an indication 
of the perceived problems of beginner teachers I conducted an international as well as 
local literature search. This chapter presents the findings of research and information 
from journal articles and books, both local and international, which deal with the 
problems that worry beginning teachers most. As the problems of beginning teachers 
have been studied since the turn of this century, I restricted my reading to studies 
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conducted from 1970 to the present. I found the studies done before this period 
nieaningless given the rapid changes in educational systems. :n selecting the literature, 
I chose only studies dealing with the problems of beginner teachers and not those of 
experienced teachers. I also chose studies that address the problem of beginner 
teachers in secondary schools and not in the primary schools. 
2.2 MAJOR PROBLEMS OF BEGINNER TEACHERS. 
The early phase of settl ing into a teaching position has been studied quite intensively by 
researchers in several countries as it is regarded as a crucial stage in the career of a 
teacher. Many education scholars agree that the first year of teaching is exceptionally 
challenging. First year teaching experiences are powerful influences on teachers 
practice and attitude throughout the remainder of their careers (Veenman, 1984 ). 
Even though in South Africa research has been done on the problems of beginner 
teachers, much of the research comes from Australia, Britain and North America 
In a national survey in England, conducted by the University ofBristol School of 
Education, the following problem areas were identified : 
• Class management and discipline. 
• Building good relationships with pupils. 
• Teaching mixed ability groups. 
• Becoming familiar with pupils ' social background . 
• Conditions ofwork. 
• Personal problems~ housing, finance, etc. 
• The functioning of school decision-making machinery. 
12 
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• Augmenting own subject knowledge. 
• Probationary year assessment. 
(Taylor and Dale, 1971.) 
McCabe (1978) evaluated an official induction project in Northumberland in England. 
His findings on beginning teacher problems were categorised as follows ; initial 
concerns, departmental concerns and personal factors . Initial concerns included finding 
your way around the school, having a syllabus and scheme of work, concern about 
school procedures, worry that pupils may know more than you, concern about which 
sanctions to use, when to use them, what standard of work to accept, and anxiety 
about being accepted by cOlleagues. Departmental concerns were those related to 
subject teaching- new techniques, approaches, resources, evaluation, etc. McCabe 
described the sequence of problems he observed in new teachers as "survival, subject, 
school and surroundings" (P . 11) 
In Australia, a great interest was shown in beginning teachers' mode of entry to 
teaching in the early and mid-1970s. To understand better how beginner teachers were 
coping with their job, the federal authorities commissioned a large-scale national study 
on induction (Tisher, Fyfield, and Taylor, 1979). The findings from this national 
project include the following; that beginner teachers are concerned about their ability 
to evaluate their own teaching, to motivate pupils, to control classes, and to teach 
pupils with wide ability ranges. 
13 
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Research on beginner teachers' support in their initial years in the profession was 
conducted in the united States for the past thirty years. In a research conducted by 
Johnson and Ryan (1980) on the experiences of the beginner teachers, four common 
problem areas were identified. These are; planning and organisation, evaluation of 
student work, motivation of students, and adjustment to the teaching environment. 
Grant and Zeichner (1981) who studied beginner teachers' first year of teaching 
reported that these teachers typically experience "times of great stress, anxiety, 
frustration and isolation (p.1 00). 
Veenman (1984) made a review of problems of beginning teachers that are reported in 
83 studies. From each study, a selection of the reportee: 15 most serious problems 
were selected, and comparison was made across all the studies to identify the most 
common and serious problems. The beginning teachers reported that classroom 
discipline was the most serious problem, and motivating students was the next most 
salient point. Dealing with individual differences among students was the third most 
frequently mentioned problem. Assessing students' work and relations with parents 
were the fourth and fi fth most frequently mentioned problems. 
A great deal of evidence suggests that beginner teachers who experience problems in 
their first year of teaching leave teaching early in their career. The Metropolitan Life 
1992 survey of the "second year" ( Harris & Associates, 1992) estimated that 25% of 
beginner teachers do not teach for more than two years and that about 40% leave the 
profession within their first five years to go into some different occupation (p.3). the 
report also stated that these "sign of extreme discouragement with the teaching 
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profession was particularly common among new teachers teaching high school (27%) 
in inner city or urban settings (24%) and in schools having large numbers of minority 
(23%) and lower income (21 %) students" (p . 15). these statistics were similar to the 
California report by Smith-Davis (1991) who found approximately 50% of new 
teachers are leaving the classroom by their fifth year. 
In 1983 in South Mrica, Algie conducted a survey involving 166 beginning teachers 
and 56 principals in white Cape provincial schools. He identified the following as the 
most serious problems of beginning teachers: 
• Awareness of pupils' previous knowledge. 
• Mixed ability grouping. 
• Evaluating pupils' work. 
• Individual disciplinary problems. 
• Pace of work. 
• Classroom discipline. 
• Lack of con4]dence 
• Lack of knowledge of organisational working of the school. 
• Lack of familiarity with pupils' social background . 
• Knowing the expectations of senior staff. (Algie: 112) 
Steyn and Nowlan (1989) conducted a study of problems experienced by beginner 
teachers in the eastern Transvaal. The study was also carried out among white 
beginner teachers . Relevant information was carried out by means of structured 
discussions with teachers who had already been in the profession for a year or two . 
15 
  
1    
Afri
.
 : 
. 
. 
. 
5d
 
. 
 
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
From this study, both the principals and beginner teachers reported that pre-service 
training was not adequate enough to prepare new teachers for the reality of teaching. 
The principals asserted that beginner teachers lack self-confidence; they also seemed 
unable to maintain adequate discipline. Teachers also found it difficult to motivate 
pupils in subjects they were not trained to teach. Frequently they were also expected to 
teach the academically and intellectually weaker classes. Differentiation in teaching 
pupils of different levels in the same classroom was problematic, especially when 
lower, standard and higher-grade pupils were all placed in the same class. In a study of 
the perception of beginner teachers on the induction of the latter from high schools in 
Bophuthatswana conducted by Sehlare and Mentz (1994), the findings indicate that 
beginner tea.::hers need more help from the principal with aspects such &5 discipline 
related problems, and smooth running of the classroom in general. 
The findings of these studies show close similarities despite the fact that they were 
conducted in different countries. This means, the problems that our South African 
neophytes face are more often than not similar to problems faced in Britain, Australia 
and the United States of America. Classroom management appears to be one of the 
common problems experienced by beginner teachers when they start teaching. Various 
scholars in teacher education support this observation. Wildman (1988 :4-7) found that 
the problems of beginner teachers are centred around the organisation and 
administration of the classroom. In this regard, classroom discipline was highlighted as 
one of the most severe problem areas. Similarly, Vonk (1983:139-143) identified 
beginner teachers' problems with the organisation of class teaching, the control of 
students and the establishment of rules. 
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It is evident from the above sentiments that many beginner teachers experiel:ce a reality 
shock when entering their profession. Veenman (1984; 143) defines reality shock as 
"the collapse of the missionary ideals formed during training by the harsh and the rude 
reality of everyday classroom life" . He further explained that " reality shock deals with 
the assimilation of a complex reality which forces itself incessantly upon the beginning 
teacher, day in and day out"(144). Simplistically, reality shock is the realisation the 
beginner teacher has when he finds that the "real" world of teaching is vastly different 
to his previously held idealistic view of teaching (Kremer-Hayon & Ben-Peretz, 
1986:414). The main cause of this "shock" is the fact that student-teaching usually 
occurs in a supportive climate under the guidance of a supervisory teacher, often 
perceived of as a facili tator who is always there to assist and encourage (Kremer, 
1984). The moment the student teacher becomes a teacher he/she is expected to be 
accountable for pupils' achievement, satisfy parents and authorities, and also trying to 
fit in with colleagues who vary in age and seniority. As Algie (1983:3) puts it, " the 
beginner teacher has come from a supportive environment of their training institutions 
where mistakes are expected, self criticism is encouraged and both tutorials and peer 
group friendship are readily available" 
2.3 THEORETICAL ORIENTATION. 
Reality shock experienced in the initial year of teaching has been analysed from several 
theoretical perspectives. According to Feiman-Nemser and Floden (1986), there are 
three main theoretical approaches to explain the process by which teachers acquire 
teaching competencies . The first approach concentrate on teachers' concerns 
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preoccupations as indicators of different stages in their professional development. 
Another approach looks at teachers from a fuadamentally cognitivistic point of view 
and explains learning to teach as a process of intellectual maturation. A third approach 
to analyse the process of introduction to the profession is focused on social and 
cultural aspects of being a teacher, and on their assumption by beginning teachers. 
2.3.1 DEVELOPrv1ENTAL STAGES OF CONCERNS . 
Fuller and Brown (1975) identified a three stage developmental theory of teachers ' 
concerns. During the fi rst stage, concerns about personal survival are predominant. It 
is a phase in which the teacher is above all trying to maintain the role of a teacher, to 
stay in control of the c..lassroom, and to please the students. Teachers are concerned 
about supervisors' opinions, about being observed, evaluated and praised, and about 
fear of failure . The second stage is described as the mastery stag. It is characterised by 
preoccupations about the teaching situation itself, that is about materials and methods, 
and about didactical approaches. Finally, in the third stage the concerns are focused on 
the students, on their learning, on their social and emotional needs (Veenman, 1984). 
The understanding derived from this developmental perspective is that; teachers who 
are mostly concerned about themselves in the classroom are on a low level of teaching 
maturity Learning to teach therefore consists in proceeding from stage to stage until 
the major concerns are directed towards the students. 
Data collected by Adams, Hutchinson and Martray (1980) in a developmental study, 
during student teaching, first-, third-, and fifth-year teaching supported Fuller's theory. 
Self-con~erns decreased in magnitude from student teaching through fifth year 
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teaching, while teacher task concerns as related to instruction increased with 
experience. However, task concerns as related to discipline and teachers' concerns 
with the impact of teaching on pupils did not differ across experience levels: they 
remained the highest of all the concerns. The researchers ascribe this finding to the fact 
that teachers feel they should be highly concerned with the impact of teaching on 
pupils. The concerns typical of beginning teaching have also being studied by Hall and 
Loucks (1978). The concerns they identified appear to occur in stages, with early 
worries being primarily about those parts of the job that affect them personally, a 
finding that parallels the conclusion reached by Fuller and Brown (1975). Concerns 
about management of the many facets of the classroom and how to get tasks 
accomplisLed seem to occur next. According to Hall and Loucks, unkss these types of 
concerns are addressed, teachers are unlikely to resolve them and move on to issues 
more related to the impact of their teaching on their students. 
In the study by Sitter and Lanier (1982), the five participating student teachers in an 
alternative teacher education programme experienced concerns similar to those 
detailed by Fuller and Brown (1975). The beginner teacher did not however experience 
them in a particular sequence. That means, they did not resolve one concern before 
moving to the next, but dealt with them simultaneously. The generalisation emerging 
from these studies is that, beginning teachers are first concerned with issues of their 
own survival, then with issues relating to mastery of the teaching task, and lastly with 
impacts on students. 
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2.3.2 COGNITIVE DEVELOPMENTAL FRAMEWORK. 
Feiman-Nemser and Floden (1986) based their theory of teachers' cognitive 
development on the work of Sprinthall and Thies-Sprinthall (1983), who assume that 
human development is a consequences of changes in cognitive organisation, changes 
which represents new ways of perceiving the world . Under this perspective the teacher 
is conceived as an adult learner, and teacher training as the process by means of which 
teachers are assisted in gaining high and more complex conceptual levels. The most 
important assumption is that people on higher levels of cognitive development function 
in a more complex way, own a broader repertory of didactical skills, have a more 
profound perception of problems, and are able to respond more precisely and 
emphatically to other persons' needs (V~enman, 1984). 
The study by Glassberg (1980) involving thirteen first year teachers who had 
participated one year earlier in a student teaching experience designed to promote their 
psychological maturity, provides an example of the contribution of the cognitive 
developmental approach to the study of beginner teacher experiences. Beginning 
teachers at different developmental stages perceived and processed classroom 
problems in different ways. Beginning teacher at lower stages viewed themselves as 
defensive and unable to successfully motivate students, and stated that the 
administration of the school should assume responsibility of discipline in the classroom. 
Beginning teachers at higher stages of development emphasised the importance of 
respect, empathy, the necessity of understanding individual differences, and the desire 
to respond in a manner that facilitates the academic and personal growth of students. 
These responses ofbeginner teachers in the clinical self-reports suggested that stages 
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of development may be an important factor in determining their perceptions of 
. classroom events. 
2.3.3 TEACHER SOCIALISATION FRA1v1EWORK. 
, One way to look at the entry of new teachers into the school is to consider it from the 
perspective of socialisation into the norms and standards of an existing organisation. 
The socialisation approach to the process of becoming a teacher is focussed on the 
interplay between individuals' needs, capabilities, intentions and institutional 
constraints . 
In a longitudinal study of eleven beginning teachers, Geherke (1981) sought to 
generate concepts of the way beginning teacher adapts the teacher role to meet their 
own needs while being socialised to the role demanded by others. Three interrelated 
categories of teacher personalisation emerged from the data: needs, perceptions and 
behaviours. Four specific needs were mportant were importaftt during early role 
transition; need for respect, need for liking, need for belonging, and need for sense of 
competence. These basic needs affected the behaviours they chose in enacting the role 
of teacher. The three categories of need, perceptions and behaviours could be 
conceived of in a hierarchical fashion. The teachers' needs formed the first level of the 
model, the teachers' perceptions the second level, and the teachers' role personalising 
behaviours the third level. 
In a two year longitudinal study Zeichner and Tabachnick (1983) studied the 

development of teacher perspectives. During the second phase of their study, they 
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followed four of the original group of student-teachers into their first year of teaching. 
To understand the Jegree to which the four beginning teachers conformed to 
institutional demands, they used the concept of "social strategy" developed by Lacey 
(1977) . Three distinct strategies were identified : 
(a) internalised adjustment, in which the individual complies with the constraints and 
believes that the constraints of the situation are for the best. 
(b) Strategic compliance, in which the individual complies with the authority figure's 
definition of the situation and constraints of the situation but retai s private 
reservations about them. 
(c) Strategic redefinition of the situation implies that d .ange is brought about by 
individuals who do not posses the formal power to do so. They achieve change by 
causing those with formal power to change their interpretation of what is 
happening in the situation (Lacey, 1977: 72-73). 
These strategies proved to be powerful in the study by Zeichner and Tabachnick 
(1983) . Three of the four teachers attempted to redefine the range, in their view, of 
desirable behaviours in their schools (e.g. in relation to teacher-pupil relationship, 
curricular goals, discipline, school rules) . Two of the three strategic redefines were 
successful in their efforts. One did it covertly and subtly within the classroom walls, the 
other openly in plain view of her colleagues and principal and under strong pressure to 
conform but with support of the parents. The other redefiner failed because of lack of 
support from colleagues, the rejecting and disruptive responses of the pupils, and own 
feelings of despair. One beginner teacher adjusted to the dominant norm in the school 
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at the level ofboth values and behaviours. Important influences on the development of 
perspectives and adaptation of these four beginning teachers to instit!.ltional regularities 
were the strength of the perspective, coping skills and political sensitivity, the degree 
of contradiction between formal and informal school cultures: the personal or direct 
control of the principal: and the reaction of the colleagues, pupils and parents to 
teachers. "The most pervasive and powerful factor in determining the level of 
institutional constraints in all the schools was technical control exerted through the 
timing of instruction, curriculum materials, the architecture of the school"(Tabachnick 
et a11983 : 72) . 
2.4. MY THEORETICAL FRAMEWORK. 
This study aimed at describing the major problems of beginner teachers and the kind of 
support that is offered to them. The three theoretical framework discussed above, viz; 
developmental stages of concerns, cognitive development framework, socialisation 
framework; have been developed to look more carefully at the process of becoming a 
teacher. Above all, they give a comprehensive understanding of the problems beginner 
teachers experience during induction period. At the same time, these approaches 
provide some guidance in designing interventions for enhancing the developmental 
process. 
1. 	 My study of beginner teachers ' problems has been adapted from Fuller and Brown 
(1975), theory of teacher developmental stages. I find this perspective to be quite 
useful since it provides a comprehensive framework which allows data to be 
captured on various factors, inter alia it is about one's adequacy as a teacher, class 
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control, relation to pupils and supervisors, opinion about being evaluated, concern 
about mastering the teaching task, about differentiation in teaching. This means it 
provides categories for describing and explaining problems of beginner teachers . 
These categories are used in collecting and analysing data. 
2.5 INDUCTION PROGRAMMES . 

2.5.1 INTRODUCTION. 

The transition from student of teaching to regular classroom teacher is a complex one. 

As alluded in the literature reviewed in this study, the first year of teaching is a critical 

and often difficult point in teacher development. McDonald (1980) in a comprehensive 

study of beginning teaching report:. : 

for most teachers, the initial experiences of teaching 
are traumatic events out of which they emerge defeated, 
depressed, constrained or with a sense of efficacy 
confidence and growing sureness in teaching skills .(p .S) 
Hoffman et af (1986) had noticed that, beginning teachers being abandoned by the 
institution where they receive their pre-service training and considered "peers" to all 
other teachers by their employer, have traditionally being left to their own devices to 
endure the first few years of teaching. Beginner teachers have generally experienced 
the same problems since 1930 when entering the teaching profession (Veenman 1984). 
This is a clear indication that training programmes alone cannot prepare the beginner 
teachers fully for the actual teaching, some skills and expertise can only be obtained 
through experience gained in the classroom (Nowlan, 1991; 11). 
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These findings suggesl that the establishment of induction programmes, whereby 
beginning teachers are nurtured and supported seems to be a reasonable approach to 
solving the problems inherent in the new teacher's job. Various scholars support the 
need for induction programmes. Jarvis (1982:241) asserts; "it becomes clear that the 
first year teachers, whatever the quality of their previous training, would benefit from 
planned professional support" . Ryan (1979) also suggested that the transition from 
pre-service to induction might be a fruitful point of systematic attention in which to 
promote professional growth. It is within this kind of understanding that in several 
countries national and state resources have been made available to improve and ease 
the new teachers' transitio,1 into teaching and professional growth. 
2.5.2 DEFINITION. 

The term "induction" is derived from the Latin word "inducere" which means, "to 

guide into" (Cole & McNay 1988:5) . According to Eye (1956), induction is a process 

of assisting teachers in adjusting to a new teaching environment. He explained that 

induction encompasses all activities, efforts, and experiences that are designed to assist 

new comers to adapt satisfactorily to the new work and the new situation. From this 

definition, the induction phase can be described as a formal phase where the teacher is 

introduced into the practical aspects of teaching. 

2.5.3 MODELS OF INDUCTION PROGRAMMES. 

Information on programmes that have been established comes from the United States, 

Britain, Australia and Canada. Even though there are remarkable similarities with 
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respect to professional support required by beginning teachers in different countries, 
teacher induction programmes take a variety of forms and are in place for vaiious 
period of time. An important fact in designing an induction programme is to identify 
precisely the nature of the assistance that would be most helpful to the new teacher 
(Odell, 1986). 
2.5.3.1 COLLEGE BASED INDUCTION PROGRAMME. 
The co-operation between the school and the college can take various forms of 
support programmes to help beginner teachers. Hegler and Dudley (1987) describe 
how the Doane College induction programme in England works . The induction 
programme for graduates begins as soon as the indiviJual is hired by local education 
agency (LEA). Doane College makes arrangements with LEA to the effect that they 
will collaborate in the beginning teacher induction. The following points specify this 
arrangement : 
• 	 The visits by the college supervisor to the classroom of the beginning teacher at 
least twice during the first six to twelve weeks of the first semester. 
• 	 LEA provides a support teacher who will be released from classes a minimum of 
twice during the first semester to participate in beginner teacher classroom. 
• 	 Doane pay the cost for the release of support teacher. 
• 	 The chief administrator will complete a beginner teacher evaluation form and 
return it to Doane. (Hegler, 1987:53). 
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The role played by the college supervisor is important in the beginning teacher 
transition into teaching. The college supervisor assesses the development of the 
beginning teacher, teaching skills. He then shares impressions and specific data from 
the classroom observations with the beginning teacher in a conference during the day. 
These activities document and promote the improvement of teaching performance. 
More importantly, the college supervisor breaks down the social and professional 
isolation experienced by most beginner teachers . Beginner teachers receive an increase 
in collegial and administrative support. The final element of the induction programme 
is a series of workshops for the beginner teachers during the second semester of 
teaching. These workshops enable beginner teachers to acquire additional knowledge 
and skills. 
The importance of this is that it encourages self-evaluation and reflection about 
teaching strategies as a way to identify alternatives for the classrooms. It is also on a 
developmental model of specific teaching competencies, pre-service through in-service, 
with support during the critical transition from college classrooms in schools (Hegler, 
1987). 
2.5.3.2 SCHOOL-BASED INDUCTION PROGRAlvlME. 
Many schools in various countries provide reasonable support through induction 
programmes for their new teachers. The fact that these programmes become the 
initiative of the schools does not rule out the possibility of co-operation with other 
stakeholders in education. As Cole and McNay (1988 :8) suggested, for the successful 
implementation of these programmes as training programmes, standards, regulations 
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and responsibilities there is a need for co-operation by all concerned parties. The 
school-based induction programme is more or less structured as follows: 
Orientation programmes. 
Most school systems have some form f orientation programme to welcome new 
teachers to the school system, community and profession. Orientation programmes and 
activities ranges from single introductory sessions, weeklong programmes offered 
before the school (Cole, 1993). Areas that could be covered during this phase include, 
inter alia: 
• IntrodJcing the new teachers to each other and those old in the fidd . 
• Giving information on the school history, ethos and goals. 
• Providing more specific details about the induction programmes and procedures. 
• Being supplied with textbooks, syllabus pamphlets and work schemes. 
• 	 A tour of the building, grounds and facilities . 
(Gibbon, 1987: 12). 
One important factor to take into consideration in offering orientation programmes, is 
to regard them as continuous activities that are aimed at integrating the beginners into 
the staff team and into the school's programme over a long period. 
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Ongoing support. 
From the orientation phase the beginner teacher moves into the development phase, 
which allows for the adaptation to the life and ethos of the school, and to develop 
professionally. Many schools in the United States, Britain and Australia organise 
special activities for their new teachers . These may take the form of meetings for staff 
and special consultations throughout the year for beginner teachers (Tisher, 1980). 
According to Cole (1993 :), many schools in Ontario province in Canada rely on 
workshops which continue to be the most popular method of delivery to professional 
development programmes. Whether in a block of time, in a monthly series or 
sporadically throughout the year, new teachers are invited to participate on workshops 
on topics such as, time management, discipline and ,jassroom management, coping 
with stress, meeting individual student need , home school communication, evaluating 
and reporting, and celebrating success. Communication and support networks are often 
encouraged through inter-school visitation programmes, occasional newsletters, peer 
support groups, computer conferencing, semi-annual or annual system-wide social 
events and course through system sponsored professional development events (ibid. 
246) . 
For these supports to be successful, it become imperative for schools to reduce the 
beginning teachers' work load so that they can have enough time to attend to these 
programmes. In Australia, a number of the state and territory authorities have a policy 
that beginning teachers will receive a reduced workload (Tisher, 1980). 
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Allocation of a mentor. 
One key feature of school-based induction policies in several countries, is the 
appointment of an experienced teacher as a mentor to be responsible for the induction 
of new teachers. The concept mentor has a variety of meanings depending on a 
particular situation or purpose. Crossland (1991) defines a mentor as a "critical friend" . 
The mentor could play a supervisory role in the life of the teacher. However, the 
concept of a mentor is not to be conceived and exercised in a narrow term. Gibbon 
(1987) conceive a mentor as the information source, encourager, problem solver, 
facilitator, sounding board for the novice and the co-ordinator of the induction 
programme for one or more beginning teachers in the school (p . 13). AccordinE, to Cole 
(1993248), a mentor teacher is "a role model, confidante, facilitator, advisor, and 
coach. 
Research has shown that mentored beginning teachers seem to evince more 
competency and motivation than teachers without mentors (Huling-Austin, 1987: 13). 
Huffman and Leak (1 986) studied a beginner teacher support system in Carolina after a 
year of implementation. 108 new teachers were asked about their views of the 
mentoring programme. They found that mentors could be effective in addressing the 
needs of new teachers, but to maximise their effectiveness the mentors should teach the 
same content and work at the same grade level as the beginning teacher. Furthermore 
the authors conclude that, it is imperative to provide adequate conference time for 
mentors and beginner teachers if the induction participants are to achieve programme 
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objectives. Increased workload to mentors is perceived as threatening the quality of 
their teaching Pyke (1994). 
There are important points to consider when selecting a mentor. Gibbon (1987: 13) 
advises schools not to use the senior management such as the principal or the deputy 
principal, heads of departments, or the subject head of any of the beginning teachers. 
He recommends the rpentor to be an experienced staff who is well informed about the 
structures, policies and procedures of the school, who possesses good interpersonal 
skills, who is respected as an effective teacher and who is willing to hold this 
responsibility. 
An important issue to consider in mentoring is the opportunity for beginner teachers to 
be observed and to observe mentors and other teachers while they teach. This will 
enable beginner teachers to develop teaching expertise more quickly and also become 
socialised to the norms of collegiality and continuous improvement (Huling-Austin, 
1992: 175). This will help the beginner to have a chance of seeing mentors 
demonstrating the lessons. Another point to consider in mentoring is the ability of the 
mentor to take into consideration the developmental level of beginners. Gray and Gray 
(1985) have shown that a healthy mentoring relationship involves a progression from 
relative dependence of the beginner at the start of the relationship to autonomy and 
self-reliance as the beginner grows into a colleague and a peer. Different ways of 
giving assistance include; directing and supporting beginners' actions and plans, 
encouraging reflection, providing direct assistance in the development of process, 
policy, or product, mediating (Wildman et ai, 1992). 
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Algie (1983) provides a developmental framework for an indl!ction programme: 
• 	 A carefully planned appointment and placement procedures. 
• 	 A pre-service working visit and orientation period during the last quarter of the 
school year. 
• 	 An orientation period at the start of the academic year. 
• 	 Provision for the beginning teacher to receive informal support from members of 
staff, specific time should be allocated for this purpose. 
• 	 A development period of short formal courses in the first and the second terms of 
school academic year. 
• 	 A carefully planned assessment procedure. 
• 	 A review and evaluation period at the end of the year of the programme 
implemented. 

( 1983:142) 

In implem~nting induction programmes schools need to take into cognisance the 
diversity of their beginner teachers . This means that, it will be fatal for educators to 
transplant some of these programmes from one situation to another without carefully 
adapting them to a particular situation. 
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CHAPTER 3 
METHODOLOGY 
3.1 PHILOSOPIDCAL UNDERPINNINGS FOR QUALITATIVE RESEARCH 
AND PARADIGMATIC CONSIDERATIONS . 
It is essential when conducting research to locate it within its relevant and appropriate 
philosophical and paradigmatic context. A paradigm can be defined as "a world view, a 
general perspective, a way of breaking down the complexity of the real world"(Patton, 
1990:37). In this regard, t,,;o major research paradigms are apparent and 
acknowledged in methodological discussion. These are the positivistic and the 
naturalistic paradigms Each of these paradigms to research is built on a very different 
set of underlying assumptions. The positivistic paradigm generally focuses on empirical 
and quantifiable study and aims for generalisation of findings, while the naturalistic 
paradigm emphasises a more holistic, naturalistic, interpretative and qualitative 
. approach which is more context-specific (Guba and Lincoln, 1988;Husen, 
1988;Keeves, 1988; Patton, 1990; Maykut and Morehouse, 1994.) Initial debate on 
these paradigms tended to focus on which was the more effective, whereas current 
views tend to indicate that either may be appropriate in different situations, that neither 
is necessarily "better"and that the two may actually prove to be complementary (De 
Landsheere, 1988;Schofield &Anderson, 1987). As De Landsheere claims "It is now 
widely acknowledged that no one research paradigm can answer all the questions 
which arise in educational research"(1988 :15). Keeves (1988:22) agrees in his claim 
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that "both quality and quantity are misconceived if they are considered to be 
alternatives and antithetical to one another. " 
The choice of a paradigm for a study is determined by which seems to be more 
methodologically appropriate in the light of the aims and context of the particular piece 
of research. Having located oneself paradigmatically, the issue [for the researcher] then 
becomes not whether one has uniformly adhered to prescribed canons of either logical­
positivism or phenomenology but whether one has made sensible methods decisions 
given the purpose of the inquiry, the questions being investigated, and the resources 
available (Patton, 1990:39) . 
In the light of the given information I have chosen to lo-.:ate this study within the 
naturalistic or qualitative inquiry approach, for a number of reasons. First, my aim was 
to obtain an in-depth understanding of how beginner teachers experience the process 
of becoming a teacher. I intended for this understanding to acknowledge and 
investigate the complexities involved. This seemed more appropriately achieved 
through the use of naturalistic and qualitative methods. Secondly, my goal was not to 
generate generalisable findings but rather to gain a deeper understanding of the needs 
of teachers in the process and how these can be addressed . Lastly, the naturalistic 
paradigm most closely approximated my own understanding of the world and of issues 
such as the possibility of objective truth . My personal philosophy is one of 
acknowledging and seeking to make sense of complexity, and embodies the notion of 
truth as "evasive and multifaceted and cannot be pinpointed in simple terms"(Lieblich 
and J osselson, 1994: ix) . Locating myself within the naturalistic paradigm thus made 
personal as well as methodological sense. As Cziko (1989 : 17) claims "the most we can 
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ever realistically hope to achieve in educational research is not prediction and control 
but rather only temporary understanding". This is the kind of understanding that I seek 
in this research. 
Having located my research within the relevant paradigm, it becomes important to 
examine what this choice entails. Within the naturalistic approach a number of 
theoretical traditions and orientations are incorporated. These include ethnography, 
phenomenology, ethnomethodology, systems perspectives, chaos theory and 
orientational qualitativ~ inquiry (Patton, 1990). What connects these orientations is the 
fact that research done under their umbrella generally tends to be qualitative, to the 
extent that this paradigm is sometiioes referred as qualitative. Qualitative research 
allows for studying issues more holistically and in a greater depth, and generally results 
in a situation where fewer cases lead to greater understanding but reduced 
generalisability (Guba & Lincoln, 1988: Patton, 1990: Strauss & Corbin, 1990: 
Maykut & Morehouse, 1994:). Qualitative research has become increasingly popular 
over the last twenty years, and in this time has become applied to areas of study 
"heretofore had ignored or even scorned such methods, particularly in educational 
research" (Schofield & Anderson, 1987:252). Qualitative research has become a useful 
approach if one is seeking to describe an experience or a situation, rather explain, 
predict or control outcomes. In this respect the claim is made that "educational 
research should focus on providing descriptions and interpretations of educational 
phenomena to provide findings that can be used to improve our understanding of 
learning, development and education"(Cziko, 1989: 17). Certain research problems 
lend themselves more readily to qualitative methods, namely "research that attempts to 
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. uncover the nature of persons' experiences with a phenomenon" (Strauss & Corbin, 

1990,19), as this research does. The data such methods produce is "rich, personal, 

. close to the real world, and contain a depth of meaning that more abstract forms of 

evidence lack" (S owdeen & Keeves, 1 988 : 13). 
The subtleties and complexities inherent in human relations are more able to be 
expressed through the use of a qualitative approach. Much of the research that has 
been conducted on the induction of beginner teachers has been embedded in 
positivistic paradigm. In researching the problems and needs of beginner teachers, 
researchers used questionnaire more often than not. I believe that by adopting a 
different design-qualitative approach-would be more appropriate to my focus of 
inquiry. By using interviews I can truly hear the voices of those I seek to understand. 
As Maykut & Morehouse put it, qualitative research "generally examines people's 
words and actions in narrative or descriptive ways more closely representing the 
situation as experienced by the the participants"(1994:2) . 
The specifics of contexts, subjects and methods utilised in this research are grounded in 
its philosophical background, since the rationale behind the choices made in this areas 
stems from its paradigmatic orienration. These areas will thus now be addressed. 
3.2 CONTEXT AND SITE OF STUDY. 

Qualitative researchers are interested in understanding people's experience in context. 

As Maykut and Morehouse put it "the natural setting is the place where the researcher 

is most likely to discover, or uncover, what is to be known about the phenomenon of 
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interest"( 1994 :45). This characteristic of qualitative research reflects the philosophical 
underpinnings oLlaturalistic paradigm. It was within this context that my research 
studied beginner teachers within their school situation. Three high schools around 
Cape Town were selected. The criterion for selecting these schools was based on a 
combination of ex-DET - Department ofEducation and Training, ex-HOR-House of 
Representatives, and ex-model C schools. My assumption was that these schools 
emerging from different historical background, i.e. coming from three different 
departments of education, characterised by huge disparity in resources and facilities, 
would depict a variety of beginner teachers' problems. 
3.3. SUBJECTS 
Two teachers from each school were the subjects of this research. These teachers were 
those who were already in the field, but have one to three years of teaching experience, 
particularly those who did not teach even before they went to the colleges or 
universities. A growing body of qualitative research suggest that there are gender 
differences in how knowledge is received, understood and integrated (Belenky, 
Clinchy, Goldberger and Tarule, 1986; Marton et aL, 1984;Perry, 1970). Thus, to fully 
understand the experiences of beginner teachers in their first years of teaching, I 
involved both women and men in my study. The criteria for selecting teachers were 
basically on the accessibility of each to the researcher. 
3.4 DATA COLLECTION. 
Qualitative methodology is based upon an attempt to observe people and events as 
they are and happen, and in their natural setting. It stands in opposition to 
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methodologies which create artificial conditions for experiments and observation (cf 
3.1). Qualitative research has become a useful approach if one is seeking to describe an 
experience or a situation, rather explain, predict or control outcomes. It is within this 
understanding that the research method or the technique for gathering in information 
need to be related to the methodological considerations (Harding 1987; 2). Having 
located my research question in qualitative methodology, it became imperative to 
employ research methods, which are in congruent with it. Various data collection 
techniques are used in qualitative research, such as participant observation, intensive 
interviewing and personal documents. All these techniques allow the researcher to 
become intimately acquainted with the life-world of his subjects (patton 1990). 
This research tries to capture people's exact words in the real setting. This is 
particularly important because the qualitative researcher is specifically trying to 
understand and describe what is going on in the terms used by the people in the setting 
he/she is studying (Maykut & Morehouse 1994,Patton 1990). Given the nature of my 
research topic, which dwells in-depth with people's experiences, I found it convenient 
to use interviews as the sole data collection method. It could have been useful for me 
to use participant observation in my research, so as to gather rich information. 
However, given the nature and level of my course, wherein I am not expected to 
produce a comprehensive study, but a study of limited scope. Moreover, due to time 
constraints, I could not use participant observation so as to see exactly what is 
happening during the induction period. 
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The research interview has been defined as "a two-person conversation initiated by the 
interviewer for the specific purpose; of obtaining research-relevant information, and 
focused by him on content specified by research objectives of systematic description, 
prediction, or explanation" (Cannell and Kahn, 1968). Interviews are important when a 
researcher is interested in gaining rich detailed material from participants. In this sense 
it allows for a greater depth. This is the level where it differs with questionnaire. In 
questionnaires respondents are require to record their responses to set questions 
without any room to add further. Tuckman (1972) puts some advantages of interviews 
over questionnaires as follows: 
• 	 There is extensive opportunity for asking in interviews whereas this becomes 
limited in questionnaires . 
• 	 Opportunities for probing are possible in interviews whilst they are difficult in 
questionnaires. 
• 	 Typically the number of respondents who can be reached is limited in interviews 
whilst it is extensive in questionnaires . In the case of my study, this becomes an 
advantage since I will not be required to see many teachers during the short period 
of my research. 
• In interviews, the rate of return is good, whereas in questionnaires it is poor. 
Two major kinds of interviews are discernible in educational research, viz.: the 
structured interview and the unstructured interview. Structured interviews are 
preferred in quantitative research. According to Cohen and Manion (1994:273) the 
structured interview is "one in which the content and procedures are organised in 
advance. This means that the sequence and wording of the questions are determined by 
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means of a schedule and the interviewer is left little freedom to make modifications". 

In this sense it is characterised by being a closed situation. Con:rary to structured 

interviews; the unstructured interview is an open situation having greater flexibility and 

freedom (ibid. 273). 

In the ensuing section, only the unstructured interview is discussed as it is the only 

strategy employed in this current study . 

. 3.4.1 THE UNSTRUCTURED INTERVIEW 

While the interview features in both quantitative and qualitative research, different 

interviewing styles are related to the different assumptions which underpin them 

(Powney & Watts, 1987: 17). In the cas~ of a qualitative research the unstructured is 

preferred as a suitable method of data collection as it allows the interviewer to secure 

lucid, accurate and fu ll accounts from informant's personal experience (Burgess, 

1982: 108). The unstructured interview can be broadly defined as a guided 

conversation (Lofland and Lofland, 1984: 12) in which the interviewee rather than the 

inter\"iewer imposes the structure of the interview (Powney& Watts, 1987: 18). 

Nevertheless, this is not a laissez-faire issue, as Cohen & Manion (1994 :273) assert, 

"this does not mean, however, that the unstructured interview is a more casual affair, 

for in its own way it also has to be carefully planned". 

Burgess (1982) distinguishes between a totally unstructured interview which is not 

preceded by any literature study and the unstructured interview in which the 

interviewer uses a loose schedule (interview guide) of questions, which are based on 

foregoing literature study, to guide the interview. This loose schedule serves as a 
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guideline or a basic checklist during interviewing and ensures that certain important 
areas are covered. However, no particular order of questioning is followed although 
the interviewer strives to keep the informant relating experiences and attitudes that are 
relevan~ to the research problem and encourages the informant to discuss these 
experiences naturally and freely (Burgess, 1982: 107). The interviewer is thus required 
to adapt both the wording and the sequence of questions to specific respondents in the 
context of the actual interview (patton, 1990:280). 
The unstructured interview usually use open-ended questions. Cohen & Manion 
(1994 :277) put the advantages of these types of questions as follows: 
"They are flexible, they allow the interviewer to probe 
so that shelhe may go into more depth if she/he chooses, 
or to clear up any misunderstandings; They enable the 
interviewer to test the limits of the respondent's knowledge; 
They encourage co-operation and help establish rapport, and 
they allow the interviewer to make a truer assessment of what 
the respondent really believes" . 
By means of probing, the interviewer must encourage talk so that sufficient detail is 
solicited to create a clear picture of the informants' experiences. The aim of the 
unstructured interview is to elicit from the interviewee rich, detailed material filled with 
words that reveal the interviewee's perspective (Bogdan &Biklen, 1982: 136,Maykut & 
Morehouse, 1994:95). Lofland and Lofland (1984:11) define rich data as a wide and 
diverse range of information collected as a result of direct, face-to-face contact with 
people. Such data is filled with detail and examples. 
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3.J '" DATA ANALYSIS . 
Data analysis in qualitative research is the process of systematically searching and 
arranging the interview transcripts or any other data. According to Bogdan and 
Biklen(l992: 153), analysis involves "working with data ,organising them,breaking 
them into manageable units, synthesising them, searching for patterns, discovering 
what is important and what is to be learned, and deciding what you will tell others" . 
In this regard data analysis becomes a difficult exercise, since one is confronted with a 
mass of data which needs to be processed. 
The challenge is to make sense of massive amounts of 
Of data, reduce the volume of information, identify 
Significant patterns and constructs a framework for 
Co~municating the essence ofwhat the data reveal 
(Patton, 1990:371-372). 
This task of interpreting and making sense out of the collected material is really not a 
small challenge. More especially that a great deal of data is generated, and needs to be 
processed in a manner which makes theoretical sense as well as does justice to the 
qualitative nature oftlte data, i.e. does not reduce data to the point where the flavour is 
lost. Characteristic of qualitative research is the simultaneous collection and analysis of 
data which occurs throughout all stages of the study (Burgess, 1985 :9). However, it is 
only after the fieldwork stage of the research has been completed that the researcher 
concentrates most on the analysis and interpretation of data (Bogdan and Taylor, 1975) 
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There are no formulas or absolute rule for determining how qualitative data may be 
analysed. Miles and Huberman (1984: 16) clearly put this fact as follows, "we have few 
agreed-on canons for qualitative data analysis, in the sense of shared ground rules for 
drawing conclusions and verifying their sturdiness". However this does not mean that 
there are no guidelines to assist in analysing data. 
Strauss and Corbin (1 990:22) describe three approaches to analysing qualitative data. 
According to them, These three approaches to analysis can be thought of as varying 
along a continuum ranging from a low level of interpretation and abstraction engaged 
in by the researcher, to a high level of interpretation required for theory building. The 
first approach involves the presentation of data without any analysis . The aim is to let 
the interviewee tell their stories without interpretation. The second approach involves 
accurate description of what the researcher has understood, reconstructing the data 
into a recognisable reality for the people who have participated in the study. This 
approach requires some selection and interpretation of the data, and the skilled 
researcher using this approach becomes adept at "weaving descriptions, speaker 's 
words, fieldnotes quotations, and their own interpretations into a rich and believable 
descriptIve narrative"(Strauss & Corbin, 1990:22) . The third approach to data analysis 
involves the development of theory. It requires the highest level of interpretation and 
abstraction from the data in order to arrive at the organising concepts and tenets of a 
theory to explain the phenomenon of interest (ibid.). 
My approach to data analysis was based on Strauss and Corbin' s second approach. 
The data analysis proceeded as follows, although in a flexible manner. 
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Interviews were transcribed, and all other data (field notes) was typed up. After the 
tapes of the interview were transcribed, the data was read and re-read, in conjunction 
with notes made during the interview. After reflecting upon the data, I coded the data 
in terms of important recurring topics. Codes are category names that grouped the data 
according to topic area. After coding, data was sorted into certain themes. As patterns 
and themes emerged, they were sorted out and files were opened for each theme. 
Using these thematic files, each case was explored and the interviewee's response to a 
particular theme was compared to that of the other interviewee, until the dominant 
themes were identified. 
I found the process of data analysis to be time-consumir,g and painstaking. It 
demanded a continual working back and forth from the data. Data analysed yields rich 
descriptions of how respondents experience events in their lives. Data is considered" 
rich" because it is data with a great deal of depth, in comparison with data gathered by 
quantitative methods which is seen by qualitative researcher as giving only a superficial 
portrayal of complexities of the social world (Bryman 1984:79). Research results were 
written up according to key themes, supported by the respondents' own quotes. 
3.6 CRITERIA FOR VALIDATING QUALITATIVE RESEARCH. 
Qualitative research cannot be judged by the same criteria as quantitative research, for 
the obvious reason that its methods are so different. In this regard, reliability, validity 
and Objectivity, which are the hallmarks of good quantitative research take on a 
different meaning when applied to qualitative research. One common difference is that 
the validity of qualitat ive research depends largely on the researcher and his/her skill, 
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knowledge, competence and rigour. As Patton (1990: 14) puts it, "the researcher is the 
instrument". He further argues that this human element in qualitative inquiry is both its 
greatest strength and most basic weakness. This relates to the claim made by 
quantitative researcher that research should be objective. Qualitative researchers do 
. not seek objectivity, they acknowledge that the social researcher cannot be free from 
hislher values and social constructions (De Landsheere 1988). Rather, they aim for 
neutrality on the part of the researcher, as well as confirmability of the data Guba & 
Lincoln 1988). One means of achieving this is through the use a confirmability audit, or 
audit trail, which demands that all data and documentation be kept in a coherent form 
for consultation by those who wish to confirm (Guba & Lincoln 1988, Maykut & 
Morehouse 1994, Patton 1990). In this study, this fact was taken into consideration; it 
was within this understanding that a separate audit trail booklet was kept for 
confirmation.. 
There are other means besides confirmability of ensuring the trustworthiness of 
qualitative inquiry. Guba and Lincoln (1988) propose credibility, transferability, and 
dependability. Credibility is the qualitative equivalent of internal validity "seen as a 
check on the isomorphism between the inquirer's data and interpretations and the 
multiple realities in the minds of the respondents"(Guba & Lincoln 1988 :84) . This can 
be achieved through various techniques, inter alia, extended engagement at a site, 
persistent observation, and peer debriefing. Transferability is the qualitative equivalent 
of generalisability, and this can be achieved through theoretical or purposive sampling, 
and lor 
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thick description, furnishing enough information 
about a context to provide a vicarious experience 
of it, and to facilitate judgements about the extent 
to which working hypotheses from that context 
might be transferable to a second, similar Context 
(Guba & Lincoln,1988,85 ). 
The third criterion for trustworthiness is dependability, which is the equivalent of 
reliability. Dependability can be enhanced through a dependability audit "whereby it is 
ascertained whether the data was collected and stored in a way which would meet the 
criteria of good practice"( Van der Hoom 1995 : 170). Similar to confirmability as 
discussed above, auditing ensures that one's raw data is available for scrutiny. 
Patton (1990: 372) argues that since, unlike quantitative research, there are no 
formulae for determining significance and no tests for measuring reliability and validity, 
the researcher must strive to "do the very best with your full intellect to fairly represent 
the data and communicate what the data reveal given the purpose of the study". 
3.7 SillvfMAR Y 
This chapter described the rationale for the choice of a qualitative approach for this 
study of experiences of the first year of teaching by beginner teachers, as well as a 
clear explanation of the tenets of qualitative methodology and the unstructured 
interview as method of data collection. In qualitative research, the researcher's account 
of the process is fundamental in offering some assurance of credibility and 
trustworthiness. It is incumbent upon the researcher to provide as thorough an account 
as possible. As Patton (1990) claims, "analysts have an obligation to monitor and 
report their own analytical procedure and processes as fully and truthfully as possible". 
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CHAPTER 4. 

PRESENTATION, DISCUSSION AND SUMMARY OF THE FINDINGS. 
4.1 . INTRODUCTION. 
In the previous chapters, the rationale behind studying beginner teachers' experience in 
their first year of teaching was given. Similarly, the literature discussing the dynamics 
of the process of becoming a teacher was presented. In chapter 3, the research 
methodology, the rationale for the choice of a qualitative approach for this inquiry and 
the research design utilised have been described. 
This chapter prese.1ts and discusses the data generated during in-depth intervi0ws with 
six teachers from three different schools. Firstly, characteristics and background data 
are outlined, followed by a summary of the overall interview process. Thirdly, 
significant themes, which emerged from the interviews, were presented. Themes are 
constituted by identificable units in the respondents' accounts, grouped according to 
larger units or major experiences, and presented and described in details by means of 
narrative descriptive material, where the words of the respondents are quoted. No 
attempt has been made to correct language used. Thereafter, the significance of each 
theme, which emerged from the research data, is discussed respectively. 
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4.2 TEACHERS AND SCHOOLS CHARACTERISTICS. 

Before I go into the analysis of data, it will be worthwhile to start by looking at the 
characteristics and background data of the sites and the people involved in this 
research. 
The aim of this research was to explore the problems experienced by beginner teachers 
in their first year of teaching and to look on the kind of assistance offered to these 
teachers in some selected Cape Town High Schools. I had expectation that beginner 
teachers will depict different preoccupations and concerns depending on a particular 
school environment. It was within this understanding that two teachers per school 
were interviewed from three different schools. The schools were identified and 
classified according to ,;acio-economic set up of Cape Town communities. The 
following three categories of schools were identified. (Pseudonyms were used to 
conceal the identities of the schools and teachers) . 
School A : This school was under the control of the Department of Education and 
Training (DET) during apartheid era. The school is situated in one of the black 
locations within the Cape flats . It is easily accessible to everyone, even unwanted 
elements, since it is situated in the center of the location and alongside a mainroad. 
Some of the school's neighbouring institutions include, a church, a shopping complex, 
a primary school and a busy liquor selling spot. In this case, there is a strong likelihood 
of attention drawn by these institutions to the schoo!. However, the school is securely 
fenced with a gatekeeper who monitors access. Like any urban black schools, School 
A does not have enough space. I have been told that the school utilises community 
facilities for extra-mural activities. 
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In this school I interviewed two teachers, namely, Monwabisi and Lungiswa. Both of 
them had completed their BA (HDE) from the University of the Western Cape. 
Monwabisi, a history teacher was above 30 years of age and was in his second of 

teaching .He is the product of this school, which means he matriculated in this school 

and also coming from the community of the school. 

Lungiswa' s age was in the range of25-29, and was in her second year of teaching. 

Unlike Monwabisi who stays around the community of the school, Lungiswa comes 

from afar community but with similar cultural background. 

School B : The school was under th.;! jurisdiction of the House of Representatives 

CHOR) during apartheid. The school is situated in the coloured community in the Cape 

flats . It is situated far away from the congestion of the public. However, the school 

security is tight : doors and windows are burglar proofed, high fence and the gates 

remain closed throughout the day. The school is having sports facilities which appear 

not to be looked after. I interviewed Goliath and Yusufwho were both in their first 

year of teaching. 

Yusuf a 24 year old accountancy teacher had completed his Diploma in Commercial 

Education in Peninsula Technikon. Goliath eventhough was in her first year teaching 

was 30 years old. She did BA CHDE) in the University if the Western Cape. 

School C: During apartheid era this school was run by the Department ofNational 

education in the house of assembly CDNE). The school is situated in a quite place in 

one of the flashy suburbs in Cape Town. It is still a new school which according to its 
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record, it was built in 1986. The school is far away from any disturbances and noise 
from the public. It is well fenced and it is having enough space br various sporting 
codes, e.g. Rugby ground, cricket and soccer grounds. In general, the school's 
appearance IS Impressive. 
I interviewed Beverly and Reginald who were teaching for the first time. Beverly was 
having an honours degree and a teaching diploma from the University of Cape Town. 
Her age was from 20 ·- 24, and she was teaching commerce. Beverly stays around the 
school, her mother teaches in the school and had also matriculated in the same school. 
Reginald has completed his BSc in the University of Western Cape and had not yet 
completed his teaching diploma. For hirr., teaching was a second thought after he failed 
to secure employment from the private sector. However by the time of interview he 
was feeling well established in teaching. 
I had expectations that beginner teachers from ex-DET and ex-HOR schools 
experience greater problems than those from the ex-DNE schools. This is attributed to 
the fact that in the past there was unequal provision of education to all South Africans. 
The imbalances in the distribution and management of resources in education was the 
result of three centuries of racially based minority rule, including a final forty years of 
ideological apartheid. According to a report by the Reconstruction and Development 
Programme (RDP) office on children poverty and disparity reduction (May, 1996:24), 
the minority white population accumulated most of the resources of the country, by 
systematically race based discrimination for many years. 
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Under the new Government ofNational Unity (GNU), the racially oriented apartheid 
education depanments have been combined, but the extreme inequalities in tne 
allocation of resources remain and continue to impact on the process of professional 
teaching. According to the White Paper on Education released in March 1995, 
"millions of South African children and youth are learning in school conditions which 
resemble those in the most impoverished states, and access to technological and 
professional careers requiring a strong basis in Mathematics and Science is denied to 
all but a fraction of the age cohort, largely because of the chronic inadequacy of 
teaching in those subjects, at the same time South Mrica provides education for the 
privileged minority at full first world standards" (p.18). 
Besides the problem of scarcity of resources, these schools also experienced a growing 
number of overage students. A report by RDP on children poverty and disparity 
reduction, indicate that many Mrican students are engaged in a process of "catching 
up" on schooling missed during the years of political struggle such that the majority of 
African candidates in standard 10 are twenty years and older (1996: 3 4) . This can pose 
a serious threat to young beginner teachers . They may experience anxious moments 
when coming to classroom management as they will be dealing with students who are 
almost their peers. 
The situation in Cape Town Mrican and coloured schools is further worsened by the 
proliferation ofgang fights and violence in their localities since the democratic 
elections. 
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A survey conducted b; ' Market Research Africa in November 1997 showed that gang 
activity was widespread in the Western Cape. Th~ survey also showed that coloured 
people were more aware of gang activity than Africans, but the incidence of fear of 
attack was shown to be higher in African communities. Interestingly, the survey found 
that while gangs are also evident in White and Indian communities their prevalence was 
not as widespread as in African and coloured communities. The Cape's reputation as a 
relative haven of peace is at stake. The situation in the Cape Flats is described as "a 
low-intensity war-but a vicious one"(Wilhelm, 1997:41 ") .According to a report by 
Cape Argus( 2 June 1998),during the day, schools are favourite territory for the gangs. 
Isilimela Comprehensive High School in Langa is among schools hit hard by gang 
activity. According to the report, two teachers and a pupil were robbed in the school1t 
gunpoint. It is from this kind of background that one can expect beginner teacher to be 
faced with serious concerns of fear and anxiety when teaching in schools which are 
located within Black or Coloured communities. 
4.3 DISCUSSION OF THE INTERVIEW PROCESS . 

Attention is given to observation made during the interview process. According to 

Burgess (1985 :5), such observations constitute an integral part of qualitative research 

and provide a rich resource of additional data. 

Interviews were conducted out in a warm and formal way. However, generally the 
process resembled a personal conversation. Though in all cases, I was meeting the 
interviewees for the fir 3t time, on both occasions, however, these people showed a 
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warm and lively interest in the research and I did not have a difficulty in establishing a 
high degree of rapport . 
All interviews were conducted in the beginner teachers' schools and during lunchtime. 
This afforded me the opportunity to interact with these teachers in their contexts. In 
School C, the reception was warm and welcoming. After I made inquiries to the school 
to come and visit their new teachers, permission was granted without any hassles. In 
the reception I was served tea and offered some readings to keep myself busy while 
waiting for my interviewees. Out of four teachers who were available in the school, 
two teachers volunteered to participate immediately and I explained the purpose of my 
study. Interviews with Reginald and 3everly took place in a spacious common room, 
which was away from any disturbances . I was also impressed by the sense of urgency 
shown by these teachers. They arrived in time and were also in a hurry to return to 
their classes after the interview. Gaining access in School B was a little bit tough. 
Initially the principal indicated that his beginner teachers were not ready to be 
interviewed, but after a continued consultation with him I was given permission to 
speak to them. I found these teachers to be eager to participate in the study. Interviews 
were conducted with Goliath and Yusufin the library without any noise . In School A I 
found the reception to be lukewarm. Prior to the commencement of the interview with 
two beginner teachers, the principal expressed interest in the research project . He 
enthusiastically and proudly shared anecdotes about the lack of practical preparation of 
beginners by the universities and colleges of education. Interviews with Monwabisi and 
lungiswa were conducted in the principal office. The only disturbance during the 
interview was the noise from the mainroad. 
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4.4 PRESENTATION OF SIGNIFICANT THEMES. 

This section presents in greater depth key thematic areas identified by the researcher in 

the course of unstructured in-depth interviews. The material is organised as follows for 

greater clarity: Three main thematic areas are identified, personal concerns, teaching 

concerns and strategies for coping with the situation. Within each of these broad areas, 

various sub-themes emerged and are firstly presented and discussed too . 

4.4.1 PERSONAL CONCERNS. 

I used unstructured interview whereby beginner teachers were asked to describe their 

concerns during the first year of teaching. A considerable portion of the interviews was 

devoted to personal concerns. This means a lot of concerns beginner teachers raised 

were primarily about parts of the job that affect them personally. Interviewee' s 

comments on their personal concerns fell into several different thematic categories : 

Feeling of isolation, threat of violence, attitude of pupils towards beginner teachers, 

classroom discipline. 

4.4.1.1 ISOLATION. 

Teaching is a social process involving interactions between and among prospective 

teachers and their social situations. For the beginner teachers, it is important to gain 

the acceptance and sup~ort of the school staff members. It would seem that earning 

such acceptance is a difficult and complicated process. 

Monwabisi, a history teacher and whose age is above thirty, pointed out that the 

school quickly orientat(,s beginner teachers and expect them to find the way out. " 
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They just show you the classrooms, just let you know the classroom, the building, 
what-what, what-what, other things you find the way out. "(Interview: 1: p.112) 
Monwabisi's experiences were not isolated, a number of beginner teachers had similar 
experiences. Lungiswa, a guidance major, who was in her second year of teaching, 
recalls; 
I have encountered difficult moment especially in my 
first teaching ... Firstly when you start a new job in a 
new school, you experience a difficult moment. When 
you first join a group of people then you see that you 
don't get well welcome frorr. everybody. You have to 
face these problems first before you go to the classes. 
(Interview: 2: p.ll3) 
Beverly, a twenty-three year old, honours graduate, experienced isolation in a very 
subtle way. The context in which she taught may have contributed to this state of 
affairs. She taught i~ a well to do school which provide teachers with offices. The only 
opportunity for teachers to come together is during break-time in the staffroom. Even 
in the staffroom teachers still conglomerates into cliques. Beverly's comment made this 
clear: 
In the staffroom is quite funny ... and you find that you 
do have a clique of people or young people tend to sit 
together and your older people tend to sit together, 
that type of a thing. But there is no overwhelmingly 
threatening culture in the staffroom. So it is almost 
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like they mind you, you just coming into the system 
and kind of get on with it, there is no big deal. 
(Interview.3: p.124) 
Beverly did not find the situation to be threatening because she knew the school very 
well. She matriculated in the same school and her mother has been teaching in the 
school for the past twelve years. However, she noted with great concern that the 
situation can be tricky to other beginner teachers from a different cultural background. 
In her own words. " I am familiar with the community, the type of teachers and pupils 
who come to the high school. And I think people who come from other parts of the 
world would find it foreign ."(ibid.p.118) 
Beginner teachers are further marginalised by conflicts in schools between teachers and 
administrations. Faced with a difficult choice of aligning with either formation, 
beginner teachers end up in the periphery of school structures, a situation which makes 
them difficult to develop. Yusuf chose teaching because he was committed in 
developing pupils by introducing new skills he acquired from his training. Given the 
conflict situation of his school, he found his dreams shattered by the type of isolation 
he encountered. He lamented; 
The problem of a conflict between staff and 
management, that is the most of the problems. It is so 
boring with me ... the misunderstanding between the 
teachers and management makes things to be difficult 
for one to try and create something for himself. Like 
for instance, if you say, I am Mr Yusuf and I am going 
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to change the school or develop the school. The other 
teachers ",-IJn't see it as you planned that particular 
thing. They will see it, as, okay, Mr Yusuf is a curious 
person, so you will find out now that new teachers are 
so afraid to come up with something that is going to 
develop the school. (Interview: 6: p.136) 
He finds this kind of a situation to be confusing. In the words ofYusuf: "You need to 
know those people first, because, before you do anything you must know what do they 
like, what don't they like, all these kinds of things." (Ibid. 136) 
Monwabisi also had a stint with school conflicts during his first year of teaching in 
School A . 
Our high school had a crisis, a principal crisis, 
divided teachers. I was not involved in both sides 
because I was an ordinary teacher and told myself 
not to be involved because, I mean, where did this 
thing originate I did not know. 
(Interview. 1 :p.l1l) 
4.4.1.2 CLASSROOM DISCIPLINE. 
All teachers in the study had difficulty with controlling pupils or knowing them. 
Beginner teachers reported that the preoccupation with management functions was 
robbing them ofvaluable time needed for instruction. This means beginners were 
preoccupied with getting work accomplished rather than promoting student 
achievement. One area of discipline reported by these teachers as pervasive is the 
57 
 l  
c.m  
 , 
 
 
: 
 
, 
, .  
 
_ 
. 
. 
l: ll
 
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
control of noise in a classroom. Yusuf recalls his experiences with one of his class with 
80 students or so. 
If you go to that class, you go there knowing that, 
I wonder if this period will end . So you go to that 
class knowing that you are going to have a tough time 
with those students. It is so difficult to discipline them 
although you try by all means; trying to show them what 
is right and what is wrong. But it is so difficult like for 
instance a noise. You will find that when you are 
teaching, telling them something, one student or two 
at the back will come up with their thing which is out 
of the topic or out of the lesson, so you have to attend 
to them which means it affect your time. 
(Interview 6: p.136-137) 
Likewise, Goliath finds noise very much disturbing in teaching. 
If you want to do something you will find no, but you 
Can't because these kids are too noisy. That is also a 
big thing, a lot of noise because it seems then that you 
are ot able to control your class. So that is also a scary 
thing. (Interview 5: p. 138) 
She further pointed out that meting out discipline is a conflict ridden process because 
as a new teacher "you don't want to be too strict but you want to be in control of your 
class as well. If a teacher becomes too strict he/she will experience a problem of 
communication because the kids won't talk to himlher,they wont' open up to 
you"(Ibid. pI13). The other thing is that teachers don't want to be too lenient because 
of fear that pupils will take control of the class. 
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Reginald also remembers the perturbing noise in his class during the first two weeks of 
his training. 
I never knew that it could be so tough disciplining 
pupils. You stand in front of the pupils then you try 
to teach, then, blah! blah! bla! it is going on and on. 
My first two weeks I must say, I really had problems 
with the pupils. They didn't want to listen to me at all. 
TLen I tried to make jokes, laughing and going on and 
being crazy. (Interview 4.p.128) 
Beginner teachers art- also having problems with pupils who are unwilling to do 
schoolwork. They reported that it is difficult to deal with pupils who are not motivated 
to do homework. In c~rtain cases beginner teachers go to an extent of appealing to 
parents for help . Beverly alludes to this fact. 
The biggest problem I experienced was simply not 
necessarily controlling the class, not making them 
qwet, that type of a thing is fine. Probably things like 
ensuring that they are doing their homework, because 
when given homework they don't do it. They will come 
to the class and say blah! blah! blahl .(Interview 3: p.119) 
Monwabisi did not even bother to deal with those students who are difficult to handle. 
Even on those who were co-operating he still sought the help of parents. 
After sometime I had a control of certain classes not 
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all of them .. . other classes were out of control. So those 
classes which were difficult I I. ~a them in that situation 
and I carried on with those cla!sses I could maintain. 
You know what I am doing, let say I am giving a 
homework and a student does not do homework, 
I write a letter a letter giving the student to give to the 
parents. The following day I want the signature of his 
or her parent. (Interview 1. p. 109& 11 0) 
Likewise, Lungiswa excluded those pupils who do not do homework in her classes, 
she also involved parents more often than not in trying to discipline pupils. 
If you give the child a home work and the child 
does not do the homework, then I do not see the reason 
why he come to class anyway, so you just chuck him 
out, or if you don't do that-sometimes it is difficult to do 
that-you just ask the child to bring the parent and you 
explain the situation to the parent, you just quote everything. 
(Interview 2: p.114) 
4.4 .1.3 THREAT OF VIOLENCE. 
The transition from teacher training to the first teaching could be a traumatic one. In 
the Western Cape, where violence and gangsterism affect many schools the transition 
become a nightmare to beginner teachers. During their first year of teaching both 
Monwabisi and Lungiswa experienced shocking dramatic violence in School A. 
Monwabisi recalls · 
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Two years back there was violence, gangster violence, 
because the boys were threatening ~Cl.ne of the teachers 
because they were involved with gangsters outside. 
One time one of the gangsters, the opposite gangsters 
invaded our school and the school was called off that 
day because of the violence. They carry firearms, so 
there is nothing we can do . (Interview. 1 : p. llO) 
Lungiswa described her experiences: 
Violence, ho; it is a problem because some of the boys 
robbed one of our workers. They took a cell phone and 
they shot that guy ... they even wanted to rob us our 
registration money, but they didn't succeed. We noticed 
them before they could act. (Interview. 2: p.116) 
Further in the conversation she pointed out that these people who cause the mayhem 
are students from the same school, some of them are not registered though. 
The problem of violence was only reported by beginner teachers from School A. The 
school being situated in the Cape Flats, it became one of the favourite territory for 
gangs. According to a report by Cape Argus ( 2.June.1998), schools in Cape Town 
black locations are being overwhelmed by gangsterism that is both threatening learning 
and has teachers fearing for their lives. These kinds of an environment become 
uncomfortable for beginner teachers. Moreover given the fact that the school did not 
have support structures, e.g. Counselling for victims. Although Monwabisi and 
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Lungiswa were used to the rough- and -tumble occasionally violent aspects of the 
school, their initial encounter with the violence by students was uns(,rtling. 
Eventhough Goliath and Yusuf did not experience any form of violence in their school, 
they were still conscious about its threat. They are aware of gang activities in the 
communities which may spill over the school. Yusuftold me: "a lot of our pupils are 
members of gangs outside. So any time they may decide to come and solve their 
problems here at school"(Interview.6 : p.137) 
Goliath expressed her feelings . 
It is a scary thing, prevention should start now. Our 
Schools are not much safe. Our schools need to 
Work together with the community to fight gangsterism, 
Otherwise we will never overcome the problem of 
Violence in our schools. (Interview.5: 134) 
4.4.1.4 THE ATTITUDE OF THE PUPILS TOWARDS BEGINNER TEACHERS. 
Beginner teachers' discomfort in their new schools is further exacerbated by the 
negative attitude shown by students towards them. Monwabisi pointed the following 
sentiments to this regard . 
In a class situation, in instead of listening in what you are 
doing, what they normally do they just look at you. When 
you pose questions to them they just ignore you because 
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they know that there is nothing that you can do, also that 
you are new to the school. (Interview. I : p.l 08) 
Further in the conversation he pointed out that students do not respect new teachers 
because they think that new teachers do not know the environment, so they can do 
anything to them. He further indicated that, even if he see them smoking there is 
nothing that he can do because the pupils will simply ignore him as they know that he 
is still new at school. This becomes a serious problem for beginner teachers who 
posses no experience of dealing with these kinds of attitudes. Monwabisi was fortunate 
to have adjusted quickly because he knows the school community very well . Beside 
this advantage he had still to go alone and find the way out. 
Lungiswa also pointed out similar concerns about students' attitudes. She was very 
much disturbed by the lack of respect from them. 
There are different kinds of children who come from 
(lifferent backgrounds. There are those that ... they 
don't give you a respect. If you ask something they 
don't answer, they just look at you. Another thing if 
you ask them to do homework, they don't understand 
why should they do homework from a new teacher. 
And another thing is that they think you are of the same 
age, they don't give you that respect. (Interview.2: p. I13) 
Lungiswa as a woman finds the attitudes very much irritating especially outside the 
classroom. She finds some of the utterances to be tantamounting to sexual harassment. 
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"You experience sexual harassment sometimes, if you are walking on the blocks they 
make some funny things like sweetheart". (ibid. p.l13) 
These kinds of behaviour causes problems to beginner teachers even before they 
become engaged in teaching tasks. Lungiswa felt very much uncomfortable with these 
kinds of behaviour. The context in which she taught has a serious impact on the state 
of affairs. She taught in a school where the pupils in matric level are almost her age. 
This is a common feature in most of black high schools around the Western Cape as a 
result of high matric failure rate among African students . According to a report by 
RDP on children poverty and disparity reduction, by 1995 the majority of African 
candidates in standard 10 were twenty-five years anc: older. (p .34). 
Beginner teachers also reported some anxious moments in their relations with pupils. 
Goliath gave this account of her experience. 
The first thing that you are scared of is, are the kids 
going to accept you? Because I think a lot of teachers 
walk around with this notion. You want to be liked by 
the children. You don't want them to say, I don't like 
that teacher. (Interview 5: p. 132) 
Reginald remembers the first days of teaching as threatening. 
I was very nervous because it was like the whole new 
world that I am entering there . . . looking after foreign 
people. I can say, my most thing that I was very much 
concerned about is, if somebody asks me a question 
and I don't know the answer, standing infront of a 
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class and somebody asks me a question and I am not 
able to an~ ,,,rer. .. the first day was heavy. 
(Interview 4: p.133) 
4.4 .2 TEACHING CONCERNS. 

Beginner teachers also had concerns regarding the design of instruction or what pupils 

are learning. Teaching concerns fell into various themes, viz .: planning of work, 

teaching resources, allocation of subjects. 

4.4.2.1 LACK OF RESOURCES . 

The issue of inadequate or lack of resources appears as one of the major concern 

among beginner teachers in both School A and School B schools. The state of affairs 

regarding teaching resources in these schools leaves much to be desired . Monwabisi 

find the situation in his school to be "one of the most frustrating things"(interview 

l.p.116) He did his practical teaching in Pinelands High school where the availability 

of teaching material is fascinating . The school is having enough teaching aids, inter 

alia. overhead projector, computer I,JJoratory, VCR and TV. The situation in his 

school was in contrast with situation in Pineland high school. It become difficult for the 

beginner teachers to t( :ach effectively if they do not have the required resources. 

Further in the conversation, Monwabisi stressed this fact. 

If you can have those teaching aids and then at the end 
of the year you produce bad results, then the blame can 
be put on teachers. Without teaching aids, teaching 
become extremely difficult. (Interview 1: p.112) 
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This means, lack of resources can contribute to bad results . Likewise, Lungiswa and 
Yusuf find their teaching more oiten than not being disorganised by this state of affairs. 
A child cant' get enough education because there are no 
resources. It is difficult to only open the book or use only 
the blackboard to write so that the child gets notes. This 
is tantamount to rote learning. (Interview 2: p.IIS) 
There are no resources at all . It is so difficult for a teacher 
to deliver his Instruction the way he planned to deliver. 
Teaching without resources makes pupils to cram the 
information instead of understanding it through the usage 
of some teaching aids . (Interview 6: p. 135) 
4.4.2.2. ALLOCATION OF SUBJECTS 
Teaching subjects they were not trained to teach is another situation that some 
beginner teachers find themselves in. They cannot refuse to teach the subjects because 
they are in most cases desperate for teaching position, so they offer their services to 
teach the subject areas for which they were not trained . Yusuf specialised in 
commercial subjects but he found himself teaching history in his new school. 
The principal requested me when I arrived to 
teach history in grade eight. So I took it because it is 
so difficult to refuse when you arrive in school because 
you don't know what will be done after that. You don't 
know whether that is the way in which the principal 
trir.s to know your attitude. (Interview 6: p.13S) 
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Goliath was just teaching one of the subject that he has been trained for but a lot of 
work allocated to her was not her sr;ecialised area. Nevertheless, in teaching those 
subjects she was always referring back to the way she was taught in her school time. 
She believed that much of what the teachers do in a classroom come from what they 
know than what they have been trained for. 
What I did so far in teaching the subjects that I have 
been allocated is the way teachers have taught me. 
When I was at school, primary or high school, I tried 
to either improve on that. It is like the way the teachers 
did I would actually copy it sort of and do it with the kids . 
(Interview 5: p.l31) 
This practice is not likely to improve the enthusiasm in students. Knowledge of the 

subject matter and how to teach, it is the basic requirement for teaching. 

Lungiswa was trained for two subjects but she was only teaching one of them. This 

will mean that other subjects she was offering in the school she was not trained for . 

She told me : "I didn't get a chance to use my knowledge from the 

university"(Interview?: p.116) 

4.4.2.3.PLANNING OF SCHOOL WORK. 

Out of all interviewees, it was only Beverly, Reginald and Goliath who raised concern 

about lesson preparation, planning of schoolwork and evaluation of schoolwork. 

Beverly commented . 
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I don't' know exactly what I need to stress. That is, 
exactly how much the focus to h: in the exam papers that 
I set up. I think we just get a better outline of that system 
(Interview 3: p. 122) 
Beverly is concerned here with her ability to plan and conduct her teaching in a 
satisfactorily manner. She needs guidance and knowledge regarding the way in which 
emphasis should be laid in teaching a particular subject. She further indicated that as a 
new teacher she didn' t' have a means to evaluate whether her teaching methods were 
successful or not. She will only know by the end of the year after results of the pupils. 
This is an indication that she was very much interested in their learning. 
Reginald, likewise, was concerned about the learning of his pupils. He, however, had 
problems with doing it effectively. 
I do not know how to bring over something in the right 
way. I mean, different teachers bring different ways, but 
I would like to know how to bring it in the most possible 
way that suits you and suits the pupils, and that is basically 
what I want to know. (Interview 4: p.129) 
The concern raised by Reginald, which relate to teaching strategies becomes valid as 
Reginald did only BSc in his university. He did not do any teaching diploma, he was 
therefore an unqualified teacher. 
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4.4.2.4 STUDENT MOTIVATION 
Beginner teachers who were concerned with student lea. -rung were also having 
problem with the lack of motivation from students. Reginald, a science teacher in 
School C wanted to make his subject interesting so as to motivate his pupils. 
I have learned that science is for me interesting but the 
one thing I actually struggle with is, to bring over that 
science in such a way that they enjoy it, because they 
just sit in a classroom and look at you and yawning, bored. 
science is not such interesting to the kids. (Interview 5: p.128) 
Likewise, Goliath found the lack of motivation from her pupils as frustrating . She felt 
she could not teach effectively because of this . 
I try a lot of things and see which will excite the kids 
more. If they are excited about subject I think they will 
remember more than actually having to go and sit and 
study for exams and they really don't' want to do that. 
I thi k the classes should be more a type of active class, 
more involved. (Interview 5: p. 131) 
4.4 .3 SUPPORT OFFERED TO BEGINNER TEACHERS. 
Beginner teachers were asked about the kind of assistance they received during their 
first year of teaching. The topic evoked a full range of comments from no help given to 
a full comprehensive procedure to assist them. The feeling oflack of support was 
strong in beginner teachers who taught in low socio-economic schools than to those 
who taught in high socio-economic schools. Beginner teachers in low socio-economic 
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schools (in this case School A and School B), felt that their schools do not have 
programmes or structures to address to their problems. Th~se schools only provide 
beginner teachers with some form of orientation and expect them to continue work like 
experienced teachers. Monwabisi was fortunate to have had a guidance teacher as his 
personal guide who was helping him in understanding certain issues. He found the 
assistance to be relieving during these times of stress. He pointed out the following in 
this regard. 
We could sit down, he could tell me how to 
approach a particular issue, where to go and 
where not to go . How to treat them because 
I mean our kids are not disciplined. 
(Interview 1: p.112) 
However, he has also pointed out that "other things you find the way out" (Interview 
1: p.112). Lungiswa indicated that she did not receive any assistance in her first year of 
teaching. To Lungiswa, her livewire during these turbulent times of her teaching was 
the principal. "He always wanted to know the difficulties you are experiencing. He 
always needs to help and always want you to be in class"(lnterview 2: p. 98). Other 
teachers were also offering moral support . She commented; 
You get motivation from other teachers. They 
give you ideas of how to deal with the students. 
Some of them (ideas) are very harsh you cant' 
even apply them to students. (Ibid. 121) 
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What remains painful is that, eventhough there is willingness from teachers and 
principals iI; understanding beginner teachers ' problems, these are seen as sympathetic 
gestures, which fall short in addressing the real problem inside the classroom. In school 
B, the school was just reassuring beginners with an open door policy. Yusuf reported 
that, "the only support that the school grants to new teachers is that you are told to 
come to head of department (HOD), to the principal or to come to any teacher to ask 
about something that I don't' understand"(Interview 6: p.137). These kinds of 
assistance offered by the school are only peripheral. The support is not focussed to 
where beginner teachers need it most. Yusuftold me: 
Coming to the class situatior., there is no one who 
comes to support or take you out of the situation. 
Then you must look on the means of resolving the 
problem yourself (Interview 6: p.137) 
Goliath reported that staff members were sometimes sympathetic to them . 
. . . the rest of teachers will ask you, how are you doing? 
Are you coping with the class? This is what you have to 
do, or this is what I have done to cope with this particular 
class, or try this maybe or that. (Interview 3: p. 130) 
These kinds of sympathetic support to beginner teachers cannot be dismissed as 
unimportant. They serve as a positive gesture from senior staff However, the fact that 
these supports occur occasionally, and they are not planned, makes them to be 
inadequate. 
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In the absence of any formal programme to assist beginners, Goliath found the 
meetings in her school to be helpful sometimes. 
We have these little meetings on Wednesday where 
we sit and talk in our groups. Everybody sits and 
chats about problems they have in that classes or 
how would you think I should handle this work, 
how do you think is the best way for me to do these 
experiments, or things like that. 
(Interview 5: p. 133) 
The main functions of these meetings were to provide informati n and give guidance. 
In School C, where Beverly and Reginald are teachiLg, there are formal structures, 
which assist teachers in taking control. Both teachers and pupil, for instance, know the 
school's code of conduct. They both know the procedure to be followed in a particular 
offence, for an example, academic detention for absenteeism or failing to do a 
homework, suspension for assault or any serious misbehaviour etc. Also mentioned, 
was the allocation of a special teacher to help them through the period. Beverly 
reported; 
We do have someone who is assigned to new teachers . 
Who before the school starts will come and introduce 
you to the school, show you how the system works, 
problems that new teachers have and suggestions that 
you can maybe consider in knowing your learner. 
(Interview 3: p.120) 
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Interestingly, even in School C, where there are formal structures or programmes to 
help beginners, Reginald and Beverly still felt that the support is inadequate and 
marginal . Reginald clearly indicated the position during his first days as follows : "You 
are on your own, strong in the deep end ... when I came here I was just put across to 
teach, finish and klaar"(Interview 4: p.129). Beverly was quick to find a footing in 
classroom control because she was always under the tutelage of her mother who is also 
a teacher at the same school. 
In the absence of proper support, beginner teachers used different strategies to cope 
with the situation and class control. Some of those strategies appear to be counter 
productive to proper learning, they are instead used for slrvival as a teacher. 
Monwabisi could only have control of certain classes. Those classes which were 
difficult to control he only left them in that situation and carried on with those classes 
which he could maintain. Likewise, Lungiswa was resorting in expelling the 
troublesome students in her class. As the national department of education tries to 
focus on its Culture ofLearning, Teaching and Service (COLTS) campaign, the 
unattendance of certain classes by teachers because of discipline problem is cause for 
concern. In order for effective teaching and learning to occur, there appears a need to 
resolve the problem of classroom discipline. 
4.5 DISCUSSION OF IMPORTANT THEMES. 
This research studied the experiences of beginner teachers in different high schools 
context. The results obtained from the study support the theoretical framework within 
which the study was conducted. As a theoretical foundation for this study, I adapted 
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Fuller and Brown (1975)-stage theory of teacher development. Fuller and Bown 
conceptualised a three stages developmental theory of teachers' concerns : viz. survival 
stage, mastery stage and impact on pupils . The survival stage is characterised by 
concern for class control, about being liked by pupils, about being observed, evaluated 
and praised, and about fear of failure. During this stage beginner teachers are 
concerned about their own adequacy and survival as a teacher. They try to estimate 
how much support will be forthcoming from the school. In the second stage concerns 
shift to the mastering of teaching task. Teachers are concerned about pupils: with their 
learning progress and ways in which the teacher can implement this progress, lack of 
instructional materials, time pressure, working with too many students. The focus of 
the third s.age is impact: concerns regarding recognising social and en'otional needs of 
pupils, fairness, tailoring content to individual students. 
According to these researchers, the early self-orientated concerns are characterised as 
less mature and desirable than the latter pupil-oriented concerns. Fuller and Bown 
further believe that the later concerns cannot emerge until earlier concerns are 
resoh·ed. A central thesis of this theory is that appropriately addressing these concerns 
during pre-service and early in-service training should reduce the feeling of inadequacy 
and increase the feeling of adequacy among beginner teachers. 
Data distilled from the interviews with six teachers appear to be consistent with this 
theory. It was found that beginner teachers were generally preoccupied with their own 
survi\·al as teachers, trying to adjust themselves in the new environment. The following 
patterns emerged from the data. 
7-l 
 
 
: 
. 
~ o l
. 
. 
 
. 
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
4.5 .1 THE NEED FOR INCLUSION [8 A NEW SCHOOL. 
A strong feeling for acceptance emerged across the data. Beginner teachers indicated 
that they felt isolated in their new schools. The descriptions of these teachers concerns 
are in line with various literatures reviewed in this study. Hoffman & (1986: 16), 
found that beginner teachers being abandoned by their institution where they receive 
their pre-service training and considered peers to all other teachers by their employers, 
have traditionally being left to their own devices to endure the first years of teaching. 
The beginning teacher has come from supportive environment of the training 
institution where mistakes are expected, self criticism is encouraged and both tutorial 
guidance and pe~r group friendship are readily available. He is then thrust in~o a 
situation in which both his professional and personal responsibilities are profoundly 
altered (Algie, 1983 :3) . Grant & Zeichner (1981 : 100) also noted that within social 
interactions between beginner teachers and experienced teachers, beginner teachers 
typically experience times of great stress, anxiety, frustration and isolation. 
The experience of isolation had a negative effect on the performance of the teachers 
and also on their teaching profession. It was unfortunate that those schools wherein 
beginner teachers felt isolated did not have structures to help them in their transition 
from student teacher to beginning teacher. The school is seen as an isolated and unsafe 
environment in complete contrast to the student milieu. The feeling of isolation as 
depicted by these teachers is characteristic ofFuller and Brown's first stage. The 
descriptions of these beginner teachers seem to suggest that beginner teachers need a 
lot of warmth and openness from experienced teachers. They need to feel being 
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accepted and approved. Covert and/or overt marginalisation of beginner teachers 
hampers their professional growth. 
4.5.2 CONTROL 
The need to have control in a classroom emerged as an important aspect during early 
experiences in the teaching role. Almost all beginner teachers reported to have spent a 
good deal of time teaching pupils to be responsible and to behave appropriately in 
classrooms. 
This result correlates with the findings in previous research as mentioned in the 
literature review. Venk (1983 : 139-143) identified beginner teachers problems v,ith the 
organisation of classroom teaching, the control of students and the establishment of 
rules. In the same vein Veenman (1984:4) found that most of the problems of beginner 
teachers were related to the maintenance of classroom discipline and organisation of 
the classroom. Research by Wildman (1988 :4-7) support these views. He found that 
the problems ofbeginner teachers are centred around the organisation and 
administration of the classroom. In this regard classroom discipline was highlighted as 
one of the most severe problem areas . 
Although the problem of classroom management appears to be universal among 
beginner teachers, its impact differs according to school context. Beginner teachers in 
School C were quick to resolve this problem and this enabled them to be concerned 
about teaching tasks. Contrary, beginner teachers in School A, were still grappling 
with serious classroom problems despite the fact that they were in their second year of 
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teaching. This discrepancy can be attributed to the type of student beginner teachers 
are faced with, and also the type of assistance offered to them. According to 
Monwabisi and lungiswa, their pupils are not motivated to learn, and some are 
members of the gangs·.:ers in the community. These factors make discipline to be a 
nightmare to beginners. 
Important conclusion derived from both the literature and data is that beginner 
teachers find it difficult to engage in effective teaching because of their preoccupation 
with disciplinary issues in the classrooms. Reginald glibly pointed out the need for help 
during this stage. He indicated that a new teacher need to be accompanied by an 
experienced teacher who will "show him how to discipline pupils because they can 
make life difficult for you." (Interview 4 : 129). An experimental research undertaken 
by National Association of Secondary Schools Principals (NASSP), allude to this fact: 
"Beginner teachers are not prepared for the realities of the classroom, they say so 
forcefully, and they want help."(Swanson: 1968:82) 
4.5.3 SAFETY AND SECURITY 
For many teachers, school has become a hazardous environment and a place to fear. 
Many teachers face situations in which self-preservation, not teaching, becomes their 
major concern. As expected, violence in low socio-economic community schools was a 
monster. Monwabisi and Lungiswa met face to face with this monster in their first year 
of teaching in School A, they witnessed attacks by gangs in their school. They found it 
threatening more especially that some members of the gangs are pupils in their school. 
Likewise, Goliath and Yusufwere teaching under the shadow of this monster. They 
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were daily living with the fear ofbeing attacked anytime. These kinds of threats and 
fears make beginners to have difficulties in controlling their ciasses, as they do not 
know who among their pupils is a gangster. 
The data confirm other findings on violence in black and coloured schools in general 
and Cape Town high school in particular. Daba (1991) found that gangsterism in black 
residential areas are drawn from school going youth and from those who have dropped 
off school. A report by Cape Argus (1998, 2 June) alluded to the fact that, during the 
day schools is favourite territory for the gangs. It further reported that black and 
coloured suburbs are threatened by gangsterism that is threatening learning and has 
teachers fearing for their lives. 
Beginner teachers in these low socio-economic schools were also concerned about the 
attitude of the pupils towards them. In School A, beginners felt that the attitude of 
their pupils in their new school was unbecoming. These pupils were deliberately 
teasing and tormenting them as they know that they are still new to the field. Lungiswa 
find certain behaviour of these pupils to be amounting to sexual harassment. Lungiswa 
being a young female teacher was faced by mature pupils of the opposite sex, some of 
them were twenty years or older, she was particularly vulnerable to sexual attraction or 
manipulation. These pupils lack respect and motivation. It is these kinds of situations 
that make them find difficult to control their classes and become engaged in effective 
teaching. However, beginner teachers in School C felt that their pupils' positive 
attitude towards learning enabled them to adjust quickly and be in control. 
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The finding on the negative attitude of pupils towards learning in low socio-economic 
communities supports other studies done on the same topic. tvlashile and Mellet (1996) 
found, the political and social instability that existed in our country led to a crisis in 
education. This crisis has been characterised and intensified by widespread political 
unrest, which in tum eroded the culture of teaching and learning. "The rejection of 
inferior state education has brought with it, in many instances, an alienation from 
learning and education in general. . . " (Christie, 1992; 48) 
4.5.4 EFFECTIVE TEACHING 
Most of beginner teachers in the study felt that they could not engage themselves in 
effective teaching because oflack of teJching materials. Monwabisi who did his 
practical teaching in Pinelands high school found th t he was performing up to his 
optimum level because of the availability of the resources . The state of affairs in his 
new school leaves much to be desired, infact, "it is one of the most frustrating things in 
teaching." (Interview 5: 110). Lungiswa expressed the same feelings . She found 
teaching to be difficult without teaching aids for a beginner teacher. 
Beginner teachers are also concerned with teaching the subjects they are not trained to . 
They cannot refuse to teach the subject because they are in most cases desperate for 
teaching position. Yusufwho was requested to teach history, beside the fact that he 
specialised in commercial stream, glibly pointed out that he took it because he found it 
so difficult to refuse, he did not know what will happen when he refuse . 
Beverly and Reginald were the only teachers who raised genuine teaching concerns. 
Reginald was grappling with differentiation in teaching science so as to make it 
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interesting. Beverly being interested in the learning of her pupils, was concerned with 
lesson preparation, planning of schoolwork and evaluation of pupils' work. These 
teachers were therefore beyond a stage where they are concerned with themselves, 
their main concerns fall on pupils' progress. 
4.6 SUMMARY OF THE FINDINGS : 
Beginner teachers reported a variety of problems which affect them during their first 
year of teaching. A lot of concerns or problems beginner teachers raised were mostly 
about those things that affect them personally. Major concerns of beginner teachers 
that emerged from data were inter alia; feeling of isolation, classroom discipline, 
threat of violence, attitude of pupils towards beginn..!r teachers, lack of resources, 
subject allocated to teach. It appears that beginning teachers were concerned about 
issues of their own survival, adjusting to the new environment and staying in control of 
the classroom. This finding is related to Fuller and Brown (1975) ' s theory of stage 
development. This theory states that during the early teaching career, concerns about 
personal survival are predominant among beginner teachers . It is a phase in which the 
teacher is above all trying to maintain the role of the teacher. 
Even though, beginner teachers were generally experiencing personal concerns in their 
first year of teaching, the impact of these problems was peculiar to teachers in each 
school context. Beginner teachers in low socio-economic schools (school A & school 
B) were experiencing a lot of serious problems, which hindered them to focus on 
teaching tasks. Their main concerns revolve around issues of safety and security in the 
schools; teaching pupils who are not motivated to learn, some being members of the 
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gangsters; lack of adequate teaching materials . It appears that beginning teachers were 
concerned about iSSUeS of their own survival. In these schools, the culture of teaching 
and learning is very low, as such, beginner teachers are not motivated. 
Beginner teachers in school C were less affected by these problems. Nevertheless, the 
feeling of being isolated and being nervous, their concerns were mainly about how to 
make their teaching effective. This means that, even though they were still in the 
survival stage they were also concerned about the learning of their pupils. The fact that 
beginner teachers from low socio-economic school experienced greater problems than 
their counterparts in school C can be attributed to the legacy of separate development 
which characterised our society and school for the past fifty decades. As a result, there 
was an unequal provision of education to all South Afric'-n. 
Beginner teachers in School A did not receive any formal support in their first year of 
teaching. They were expected to "find their way out". In School B, beginner teachers 
were depending on the positive gesture from other members of the staff. These 
teachers were ready to offer beginner teachers guidance as to how to handle the 
situation. The whole endeavour was however, not occurring as a planned strategy by 
the school. It was assistance which arise out of sympathy from some of the senior staff. 
Beginner teachers in School C reported to have a senior staff member allotted to them, 
to help them cope with the first year of teaching. 
Consistent with developmental theory as expounded by Fuller and Brown, it is safe to 
conclude that, beginner teachers from low socio-economic schools can only become 
interested in teaching strategies and paying attention on individual needs only when 
they are able to overcome their initial problems. A well-planned, formal induction 
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programme need to be put into place which will help to initiate beginner teachers into 
fuIly-fledged professionals. 
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CHAPTER 5. 
RECOMMENDATIONS AND CONCLUSION. 
5.1 INTRODUCTION. 
It appears that the beginning years of teaching are years in which the main concern is 
survival- it is a period of sink or swim. There is a widespread perception and attitude 
that because the beginning teachers have a university education, they posses all what 
they need to succeed as teachers. Information from literature and research done on 
teacher education dispute this perception. Research conducted by Veenman (1984) 
indicates that since 1930 beginner teachers have g ,-~nerally experienced the same 
problems when entering the teaching profession. This is an indication that training 
programmes alone cannot alleviate the shock of actual teaching. Nowlan (1991: 11) 
argues that" no training institution is able to prepare students fully for the first year of 
teaching and some skills and expertise can only be obtained through experience gained 
in the classroom". 
It is important for schools authorities to learn that instead of placing more pressure on 
beginner teachers by over expecting their performance, some effort should be made to 
support them. The situation in these schools as described by beginner teachers clearly 
calls for a formal induction programme to assist them to cope during this transition. 
The need for induction programmes is supported by Jarvis (1982:241) who argues that 
" it becomes clear that the first-year teachers, whatever the quality of their previous 
training, would benefit from planned professional support" . Ryan (1979) had also 
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suggested that the transition from pre-service to induction might be a fruitful point of 
systematic attention in which to promote professional growth. It was within this 
understanding that this study explored induction programmes which can assist beginner 
teachers during their first year of teaching. 
5.2. INDUCTION PROGRAMME MODEL. 
To meet the diversity of problems experienced by beginner teachers in their first year 
of teaching, (as explained by the participants of this study) I suggested an induction 
programme model within which these problems can be contained. The model has been 
adapted from Algie (1983)' s developmental framework. Algie recommended a seven 
stage developmental S"amework for induction: (1983 : 142). 
• 	 A carefully planned appointment and placement procedures. 
• 	 A pre-service working visit and orientation period during the last quarter of the 
school year. 
• 	 An orientation period at the start of the academic year. 
• 	 Provision for the beginning teacher to receive informal support from members of 
staff-specific time should be allocated for this purpose. 
• 	 A development period of short formal courses in the first and second terms of 
school academic year. 
• 	 A carefully planned assessment procedure. 
• 	 A review and evaluation period at the end of the year of the programme 
implemented. 
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From this framework, I suggested an induction programme that consists of the 
following three phases: orientation phase, development phase and review and 
evaluation. 
5.2.1. ORIENTATION PHASE. 
Orientation starts immediately when prospective teachers come into contact with the 
school for appointments and interviews. During these first visits, the principal or any 
member of the induction committee must introduce the concept of induction to these 
teachers. This is a great opportunity for beginners to understand clearly what beginning 
teacher's induction means in the school, the nature and characteristics of its activities 
and the role wlh:;h is to be played by all participants involved in induction. 
Teachers who have been appointed to become new teachers in the school should have 
the opportunity to visit the school during the last quarter of the school year and during 
the start of the new academic year. Areas that could be covered during these visits 
could include: 
• 	 Introducing the new teachers to each other and to those old in the field, e.g. 
subject heads, heads of departments, senior staff etc. 
• 	 Giving information on the school's history, ethos and goals. 
• 	 Beginner teacher setting and discussion of personal objectives for their first year in 
teaching. 
• 	 Providing more specific details about the induction programmes and procedures. 
• 	 Being supplied with textbooks, syllabus pamphlets and work schemes. 
• 	 A tour of the building, grounds and facilities. 
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• 	 Meeting with representatives of parents, students and other concerned groups in 
school affairs . (Gibbon, 1987: 12). 
Through these kinds of orientations beginner teachers become acclimatised to their 
new environment and to new people they are going to interact with. In this research 
many beginner teachers indicated that they felt isolated in their first year of teaching. 
Monwabisi' s report shows that he was only shown the buildings and the classes and 
expected to find the way out (4.4. l. 1). Lungiswa also reported to have encountered 
difficult moments in her first year of teaching before she can even go to the classes 
(4.4 .1.1). Similarly, Reginald reported that after his appointment he was just put into 
the classroom anc offered no orientation (4.4.3). These are indications that trese 
schools did not have well planned orientation programmes. Most schools were only 
having orientation strategies that are aimed at giving initial information to beginner 
teachers; just welcoming them to a new school and getting them started. After this 
short orientation beginners are expected to work like any other teacher. Beginner 
teachers in this study were preoccupied with the feeling of isolation simply because 
they were not orientated properly as suggested above. 
For orientation programmes to be effective, they need to be seen as continuous 
activities that are aimed at integrating the beginners into the staff team and into the 
school's programme over a longer period . As Bagwandeen (1994 : 17) observes: There 
is no question about the fact that learning to teach and maintaining competence to 
teach are ongoing, continuous processes. 
86 
 
 
. 
 
1.
 
. 
. 
. : 
 
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
5.2.2 DEVELOPMENTAL PHASE. 
From the orientation pnase the new teacher moves into the developmental phase, 
which allow him/her to adapt to the life and ethos of the school, and to develop 
professionally. Effective development programmes are anchored on two pillars, viz. 
formal courses (seminars) and supportive services (mentoring) . The responsibility for 
providing these programmes should be shared. Research emphasises the importance of 
co-operation for the su:cessful implementation of these programmes as training 
programmes, standards, regulations and responsibilities could be addressed by all 
concerned parties (Cole and McNay, 1988 :8). The role of the school in this regard can 
be located within the sl,pportive services offered to the beginners. Whereas the 
education department or any other interested f. arties can contribute in offering courses. 
In case where the other parties are not involved, the school can still shoulder the whole 
responsibility of offering courses to beginner teachers, in this sense the mentor can play 
an important role. 
*FORMAL COURSEf' 
It is important for the school to have a clearly stated policy on induction, and carefully 
formulated structure and content for the induction programme. The content of the 
courses should suit the ~eeds of the beginners. Needs analysis serve as a point of 
departure in designing the content of these courses. One way of this activity consists of 
presenting a series of statements concerning areas where beginner teachers need 
competency. The beginner teachers sort and categorise the statements according to 
those that are most important and least important. In this regard, beginner teachers are 
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identifying areas which need greater and immediate competency and those that will 
i1eed later and lesser competency. 
In this research, beginner teachers identified classroom management and discipline as 
major problems in their schools. It becomes therefore, imperative for an induction 
course to focus firstly on this problem. The formal courses should also address topics 
that were mentioned by beginner teachers in the study. These are inter alia, how to 
deal with anxiety, isolation and self-doubt, aspect of evaluating pupils, instructional 
skills, motivating pupil. The workload of beginner teachers must be reduced so that 
they can have enough time to attend these courses. It is also important for the school 
to set time aside for beginner teache-s to attend these courses. 
*SUPPORTIVE SERVICES / MENTORING. 
All staff members, the principal, the heads of departments, subject advisers and other 
significant colleagues need to play an important role in supporting the beginning 
teachers . However, for developmental strategies to achieve maximum effect, the 
appointment of an experienced teacher as a mentor becomes a prerequisite. Crossland 
(1991) defines a mentor as a "critical friend" . The mentor could playa supervisory role 
in the life of the teacher. However, the concept of a mentor is not to be conceived and 
exercised in a narrow term. The mentor becomes the information source, encourager, 
problem solver, facilitator, sounding board for the novice and the co-ordinator of the 
induction programme for one or more beginning teachers in the school (Gibbon, 
1987:13). 
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Research has shown that mentored beginning teachers seem to evince more 
competency and motivation than teachers without mentors (Huling-Austin, 1990). In 
this research, beginning teachers across the school showed how they benefited from 
some members of the staff even though on an informal base. Goliath found 
encouragement in sympathetic words from her staff. Teachers would come and ask her 
about how she is coping, and they provide with some advises. Beverly experienced 
fewer problems because she had her mother who was also a mentor at her school. 
Monwabisi in his school found solace from a guidance teacher who was also his former 
teacher. He could sit down with him and discuss the problems he comes across in the 
school. It follows from what these beginner teachers are saying that a person need to 
b-! formally designed as one to whom the beginners could tUL1 for assistance. 
However, the duty of a mentor is to go beyond occasional sympathetic gestures which 
beginners received in these schools (especially in School A and School B). The mentor 
must be someone who is always available to turn to for help. 
There are important points to consider when selecting a mentor. Gibbon (1987) 
advises schools not to use the top promotion post holders such as deputy principal, 
heads of departments, or the subject heads of any of the beginning teachers. He 
recommends the mentor to be an experienced staff who is well informed about the 
structures, policies and procedures of the school, who possesses good interpersonal 
skills, who is respected as an effective teacher and who is willing to hold this 
responsibility (ibid. 13). It follows from these tips that the mentors require training on 
how to execute their critical role as partners in the induction and professional 
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development of the new teachers. This will boost their morale because they will realise 
that their role is being valued. 
Since mentoring is an extra responsibility, mentors could be given recognition of their 
work by allowing them to have enough time for the programmes. Research evidence 
suggest that increased workload to mentors is perceived as threatening the quality of 
their teaching (pyke, 1994). This means by giving them a lot ofwork will discourage 
them in executing their work properly. 
Another important issue to consider in mentoring is the opportunity for beginner 
teachers to be observed and to observe mentors and other teachers while they teach. 
Not only will beginner teachers develop teaching expertise more quickly if allowed to 
observe and observed, but by beginning their careers in this manner they are more 
likely to be socialised to the norms of collegiality and continuous improvement 
(Huling-Austin, 1992: 175). In this case a mentor will be playing a role of giving 
feedback to beginners and also giving them a chance to see him/her demonstrates the 
lessons. 
In providing mentoring assistance, it is important to take into cognisance the 
developmental level of beginners. This means support given out should be relevant to 
the need at the moment. In this study beginner teachers indicated that they felt isolated. 
This is a time when they need emotional support from a mentor who is open, accepting 
and friendly. Beginner teachers also needed help with management of pupil, learning 
and behavioural problems. During this level beginner teachers need direct assistance, 
90 
. 
 
 
:  
. 
. . 
. 
. 
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
advice or role modelling from the mentor. By the second term a mentor should adopt a 
more reflective, critical approach. Gray and Gray (1985) have shown that a healthy 
mentoring relationship involves a progression from relative dependence of the beginner 
at the start of the relati::mship to autonomy and self-reliance as the beginner grows into 
a colleague and a peer. 
Wildman et al (1992) identified different ways of providing assistance; these are inter 
alia; 
• Encouraging reflection. 
• Directing and supporting beginners' actions and plans 
• Providinh direct assistance in the development of process, policy or product. 
• Encouraginglsupp01ing 
• Mediating 
5.2.3 REVIEW AND EVALUATION. 
By the end of the year beginner teacher need to be formally evaluated for permanent 
appointment. It becomes one of the duties of the mentor to prepare the beginner 
teachers for this task. T~e mentor must acquaint the beginners with the procedures 
used for class visit and observation during evaluations. The beginners should also be 
made aware of the people who will be involved in the formal evaluation . It is important 
not include the mentor i'l the evaluation team, relevant people are; the principal, 
subjects heads, departmental officials and a peer evaluator. Accompanying these formal 
evaluations there should be an overall annual evaluation of the orientation and 
induction programme in:luding the mentoring system. These formative evaluations will 
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serve the purpose of giving feedback to beginners and also will help the designers to 
identify weaknesses and therefore open the way for refinements and improvement. 
For a successful imple'llentation of induction programmes, a time-table need to be 
drawn which will cover the activities throughout the year (a sample of an induction 
programme time table is given in page 95). Orientation phase starts on the last quarter 
of the school year and ends towards the beginning of the term, e.g. October-January. 
Developmental phase covers a period from first term to the beginning of the last term, 
e.g. February-October. Review and evaluation are held in the last term of the school 
year, e.g. October-December. 
5.3 CONCLUSION 
This study has aimed at investigating the major problems ofbeginner teachers in some 
secondary schools in Cape Town area, with a view to understand in-depth about the 
nature of induction offered to them in these schools. Literature reviewed regarding the 
transition from being a student-teacher to being a teacher has indicated that beginner 
teachers are facing serious difficulties in their jobs and that this is taking toll on the 
quality of education. I had intentions of understanding better these difficulties from 
different school backgrounds. Three schools were selected in which two teachers per 
school were chosen. School A was from the low socio-economic background school B 
from the middle socio-economic background, and school C was from the high socio­
economic background. These teachers were engaged in an in-depth interview evolving 
around three questions, viz. what are your major problems in teaching? What kind of 
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support are you offered to alleviate these problems? What are your needs as a new 
teacher? 
The questions posed at the beginning of this study have received relatively clear 
answers. The results of the study reveal that beginner teachers are affected by a variety 
of problems in their first year of teaching. The main difficulties reported in this study 
concerning beginner teachers pertains to classroom management and discipline, threat 
of violence, isolation, inadequate teaching materials, teacher-pupil relationships, lack of 
motivation among pupils, and pupil evaluation. It was also found that there isn't much 
done in the schools to help induct the beginning teachers. In those schools where the 
so-caJ:ed induction programmes exist, these programmes tend to Je informative in 
nature. They are not attuned to the needs of individual teachers . The information 
distilled from the data is important to school managers and other education officials 
who will like to understand better the lives of beginner teachers. 
It emerged from the data that there are those problems, which are felt by teachers 
across three schools. These are inter alia, dealing with student discipline, feeling of 
isolation, evaluating students. These difficulties which are appear to be inherent in 
teacher education can be controlled to a greater extent. It was within this 
understanding that a model of induction programme to improve or eliminate these 
problems was suggested. A successful induction programme needs to incorporate 
formal courses which the beginner teacher should attend and the allocation of a mentor 
to give a continuous support to the beginner. One basic principle regarding the success 
of these programmes is that it should be school based. Nevertheless this does not rule 
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out the possibility of co-operation with other interested parties. There is also a need for 
diversifying the implementation of these programmes if they are to achieve ti1eir 
objectives since beginner teachers' needs are different. 
Some of the problems identified in this study will require joint effort by the 
department, the community and the school to solve them. These include, assuring 
adequate security in the school and on the school ground, providing adequate teaching 
and learning materials, cultivating a culture ofleaming and teaching in low socio­
economic high schools. Induction programmes are not likely to be powerful enough to 
overcome them because they are part of a larger system which need to be dealt with 
accordingly. 
The findings of the study have revealed some shocking realities in some high schools 
(in this case, high schools in low and middle socio-economic communities). These 
practices affect the quality of education in the schools. With the challenges of the next 
new millennium, educators should rethink about the quality of the experiences 
provided to beginner teachers. The feeling of insecurity by teachers and the lack of 
motivation from the pupils, raises serious concerns as the National Department of 
Education tries to focus recently on its culture of learning and teaching in schools 
(COLTS). 
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ipHASE TIME 
Orientation OCT-JAN. 
Development FEB-SEPT. 
HOW EFFEETED LOCAT 
ION 
• Interview. School 
• 	 2-3 weeks visit to the school. 
• 	 Infonnal orientation and infonnation gathering. 
• 	 Preparation for the new year. 
SUQQortive Services 
• 	 Structured infonnal 
discussions with a 
mentor. 
• 	 Unstructured support 
from senior staff and 
significant colleagues. 
Formal Courses School / 
• Fonnal course circuit. 
attendance over 
the first and 
second tenns. 
• Release time for 
attending the 
courses. 
Evaluation OCT-DEC. School• 	 Individual discussion with assessors . 
• 	 Completion of evaluation fonns. 
-
A TIME TABLE FOR INDUCTION PROGRAMMES. 
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CO?<SENT TO PARTICIP,-\TE fN RESEARCH FROJECT. 
Here\vith I consent to participate in the following research project. 
Nature of the project. 
The project is part of masters dessertation that deals with the experiences of beginner 
teachers in their first year of teaching. 
Researcher. 
The researcher is mr :v[alatj i sydney,a student in the department of education (Social 
policy planning and administration), at the university of Cape Tow-n. 
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1) Thm my participation lies in the granting of an interview in \vhich I suply 
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about my personal and employment experiences as a beginner teacher; 
2) That the intervie\v wi ll be taped on audio cassette. and thar [ may listen to this tapes 
if [ choose to do so ; 
3) That this information, taped on casette, is part of the res arch material orthe 
project; . 
and that the researcher may quote certain parts of my intervievv" and interpret such, in 
the light of the rest of the research,with the view' to facilitate the understanding of 
the experiences of beginner teachers during their initials year of teaching. 
4) That the researcher guarantees that my identity will be treated as confidential 

information at all times,and that this will at no stage be disclosed in reports 

eman:lting from this research. 

Joint declaration. 
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PART A.: Basic interview information. 
Please indicate your answer by putting an X next to the appropriate answer. 
A 1. Your age fall within the range of; 

below 20. 

20-24. 

25-29. 

above 30. 

A2. Sex. 

male 

female 

A3. Highest qualifications 

diploma/college. 

diploma/university. 

degree plus teachers'diploma. 

honours and/or other highest qualifications 

A4. The name of the institution.(please fill in). 
AS. Experience as a teache •. 

0-6 months (+- haIfa year). 

12 months (+- 1 year ) 

2·1 months (+- 2 years ) 

36 months (+- 3 years ) 

A6. Any other work experience (please indicate) 
PART B. Open-ended questions. 
B l.Eperiences,concerns, preoccupations or problems during first year of teaching. 
B2. Survival strategies 
B3. Type of support offered. 
B4. Needs for beginner teachers. 
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APPENDIX 1. INTERVIEW TRANSCRIPT: SCHOOL A. 
INTERVIEW 1. MONWABISI. 1999-02-10. 
SYDNEY. What were the problems or difficulties you have been facing in your first 
year of teaching? 
MONWABISI. Okay; the first problem I have experienced was one; students or 
pupils, they think that you are a pupil or a student. Meaning that they don't respect, let 
me put it that way. Because you are new at school now they think that they can do 
anything, I mean you don't know the environment. So, that is how they think. 
Number two; in the classroom situation, instead oflistening on what you are doing 
now what they normally do they just look at you. When you pose questions to them, 
they just ignore you because they know that there is nothing that you can do and also 
that you are new at school. 
At one time I remember when I started teaching here at School A I had problems with 
students. There were crises here in our school. When there was a meeting between 
staff and the SRC at that time, now when I pose the question in the meeting saying 
that, now it seems as if the students are trying to retard the process of learning. Now 
when they went back to the students to report back ofwhat transpired between the 
meeting of the staff and the SRC, they quoted my name, saying that the new one said 
this and that. What they did was, they made toyi-toyi on that day, calling up my name, 
they wanted me. I was not afraid of them. I went outside and asked what was their 
problems. Now I saw in that process that they were taking advantage of the situation 
that I was new at school. So it is one of the problem or difficulty. 
Another thing is that even if you see them smoking there is nothing that you can do . 
They just ignore you because they know that you are new at school. So these are the 
problems, especially the ladies they are facing very difficult times. 
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S. How V1~.·e you coping with discipline in the classroom given this ki 'id of a situation? 
M. Well, after sometimes I had a control of certain classes not all of them. In the 
classroom situation I grouped them in various, giving them topics. Now was then that I 
could have discipline in the classroom but other classes were out of control. So, those 
classes, which were difficult, I left them in that situation and I carried on with those 
classes, which I could maintain. 
S. How did you find the support of senior teachers? 
M. I had support of some teachers, some of my closer colleagues. 
S. Were you given subjects that you have been trained for? 
M. I was given History. I did method in History. I never really had any problem, 
except that when you are a student from the university coming to another situation, 
you still have those tendencies from the varsity in trying to explain in another term or 
trying to analyse topics. Since we are coming from 1994 elections, we still have 
that . .. university politics. Now in explaining the situation in the classroom those politics 
were there in trying to explain certain terms and certain topics. So in most classes that 
I was doing it was so interesting and the students were so interested in trying to 
understand certain things. 
S. What about responsibilities given to you by the school. Didn't you find them 
burdensome? 
M. no, there was not much responsibility. Infact, cricket and soccer here at school 
were inspired by me. I inspired especially soccer because in cricket there was a teacher 
who was taking responsibility for them. But when I came it started to boom both 
cricket and soccer. 
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S. And the resources, they did not frustrate you? 
M. Oh: it is one of the things that is frustrating us, especially in our school it is 
frustrating. Because I was doing practical teaching in Pinelands high school, now you 
can compare Pineland and School A. I thought maybe some of the things I may find 
them here at School A, because in Pineland we were used to overhead projector, 
everything, but the situation was different here. It is frustrating, one of the most 
frustrating thing. 
S. Can I understand your relationship with the parents of this school. Did you 
experience some problems as a new teacher in dealing' with the parents? 
M. Fortunately for me I happen to know most of the parents of the students, so I don' t 
have problems in terms of communicating with the parents. Even if I have parents 
meeting, but I do not have a problem. 
You know what I am doing, let say, I am giving a homework and a student does not 
do a homework. I write a letter giving the student to give the parent. The following 
day what I want I need a signature of his or her parent. That is what I am basically 
doing. I am trying to have communications with parents, trying to understand what is 
happening, why the child is not doing homework. 
S. Violence, it was not a problem at this school? 
M. Violence; hm:hm; last year there was violence, gangster violence. Because the boys 
were threatening some of the teachers as they were involved with gangsters outside. 
One time, one of the gangsters, the opposite gangster invaded our school, and the 
school was called off that day because of the violence. They carry firearms so there is 
nothing we can do. 
S. Tell me about your experience regarding the school regulations and condition of 
servIce. 
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M. I never had that problem because I was introduced properly. Another thing that 
helped me a lot ¥.'a.~ it.at some of the teachers here at our school I was taught Jy them 
when I was still a student here. 
S. Generally one can say you did not find a lot of problems in adapting to the situation. 
M. No, because most :lfthe teachers here, were students here before, so our school is 
fortunate in that respect. 
S. I want to understand the strategies you were using in coping with the situation 
during your first year of teaching. 
M. In the classroom situation especially, what I did was; I went to those teachers who 
were teaching here before. r 11 ask for overhead projer.tor and the stand. I was not 
using the chalkboard so much, I was using the overhead projector and giving them 
handouts . This was the influence from tertiary, because I was so spoiled to university 
where we were dealing with handouts, so I was using photocopying machine giving 
them handouts. I was only using the blackboard as reference. So these were strategies 
that I did employ in tr;'ing to bridge the gap between the situation and the school. 
S. Beside consulting your colleagues or other teachers, did you also consult with your 
principal? 
M. Ja: even if our school never had a principal per se. There was an acting principal. 
This school had a crisis, a principal crisis, divided teachers. 
S. How did the situation affect your teaching? 
M. I was not involved in both sides because I was an ordinary teacher and told myself 
not to be involved, because I mean, where did these things originate, I did not know. 
So, that is why that thing never worried me too much. 
111 
rl . 
\\. t  
 
>ft
 .
; 
. 
s
 : 
III
Un
ive
rsi
ty 
of 
Ca
pe
 T
ow
n
S. What kind of assistance did you receive during this period? 
M. Fortunately, from the guidance teacher. The guidance teacher was my teacher here 
at this school. So, we could sit down, he could tell me how to approach a particular 
issue, where to go and where not to go. How to treat them because I mean, our kids 
are not disciplined. But when they go to the white schools they become disciplined. 
When it comes to question ofuniform, when it is said to them that they must wear 
uniforms, they never wear it. But if they go to these white schools they wear them. 
S. But your school did not have formal programmes to help new teachers? 
M. No, there were no programmes. You find the way out. They just show you the 
classroom, just let you know the building, what-what, and what-what, other things you 
find the way out. 
S. What strategies do you think could be implemented to help you in this kind of a 
situation? That is, can you tell me about your needs as a new teacher? 
M. If you can get. . . if the school can give more of a teaching things, more of teaching 
aids, the school can achieve higher on the results . That is the main problem. Ifwe can 
get most of the teaching aids, I mean at least that can solve the main problem. I mean if 
you can give the teaching aids, now the problem is between teachers and pupils. I mean 
if you have those teaching aids and then at the end of the year you produce bad results, 
the blame can be put on teachers. Without teaching aids, teaching become extremely 
difficult. That is the only thing that is frustrating now. I do not know how can it be 
done to introduce most of the students to uniform. 
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INTERVIEW 2. LUNGISWA. 1999-02-11. 
SYDNEY. Wha: were the problems, difficulties or concerns you have been t"-:;,.;ing in 
your first year of teaching? 
LUNGISWA. I have encountered a very difficult moment in my first year. Firstly when 
you start a new job in a new school you experience a difficulty. When you first join a 
group of people you see that you do not get welcomed from everybody. You face the 
problem first before you get to the classrooms, you have to face those problems. 
And then, to the classroom situation you got problems from students, the attitude of 
the students. So got different kinds of children coming from different backgrounds. 
There are those who are, if! can say, they .. " so they don't give you a respect. You 
ask them something they don't answer; they just look at you, and another thing if you 
ask them to do a homework they don't understand wlIy should we do a homework 
from a new teacher. They think you are almost of the same age. They don't give you 
that respect. 
Another thing, you experience some sexual harassment sometimes. If you are walking 
on the blocks they make some funny things like "sweetheart", and you just ignore 
those things except when they are happening in a classroom situation, but we don't 
really experience those things in class. Usually we experience it on the blocks, so we 
just ignore them and you don't say a word because you don't know who is saying 
those remarks. In some cases .. . you know that during apartheid era students had no 
say in education, so now there is democracy and then they elect SRC, they think now 
they are in power, they are the ones who are running the schools and they don't 
understand if you tell them something, so they think they are in power. Otherwise they 
abuse their rights. 
S. You talked about the issue of isolation. As a new teacher how were you coping with 
it, finding yourself in a situation where you are just alone? 
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L. I wasn't that alone because there are few teachers that they accept you and they 
rr:.~e you feel be one of them, so there are those who just iso'~,te you and then you 
witn this thing that happen on the time when time goes on. Tht other just show that 
they are, they welcome you, they make you feel at home. Otherwise it was not just 
difficult because you are not just alone, there are some two or three teachers who will 
make you feel free. 
S. given the attitude of the students as you explained, how did you manage about the 
discipline in classroom? 
L. in the classroom, you as the teacher you are in charge, so you have to by all means ­
whatever problem crop out in the classroom - deal with it. So if you give child a 
homework, and then the child does not do the homework, then you ask the child why. 
Some have got serious reasons why, maybe the problem is at home, some they just say 
they forgot about the homework, and then you just give it the second time. If he 
doesn't do your work in class then I do not see the reason why he come to class 
anyway, so you just chuck him out, or if you don't do that because sometimes it is 
difficult to do that, you just ask the child to bring the parent and you explain the 
situation to the parent and then if the parent come you tell the parent that the child is 
doing this and this, you just quote everything. 
S. What about the theory you got from the university; it can't help much in this case? 
L. It is, but not really because something you don't get the information on how to deal 
with it from the theory. Somehow you have to apply your own discipline, because you 
got very difficult students, so what we heard from the university is not exactly what we 
are expenencmg. 
S. What about the motivation from the school. As a new teacher did you find being 
motivated by the school? 
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L. Ja, a lot. You get motivation from other teachers, they ~ive you ideas of how to 
deal with the jcudents. Some of them are very harsh, YOl.. 1O't even appl: those ideas 
to students but those ideas are background, because some kids are used 01 the way 
other teachers treat them on a harsh way. You just chase the students out, or raise 
your voice all that, but in some cases we even have the discussion in the staffroom on 
how to deal with situation. 
S. What about resources? 
L. Resources are very much scarce. Resources, this is another thing. A child can't get 
enough education because there are no resources. It is difficult to only open the book 
or use only the blackboard to write so that the child gets notes; this is tantamount to 
rote learning. You must have a practical room, especially when you deal with the 
content subjects. So resources are not there and that is another difficulty because you 
cannot give much attention on what you are trying to do. Resources are not there. 
S. Other beginner teachers indicate that in starting teaching they have being given 
subjects that they were not trained for, and they find it as a problem. How did you 
experience with the problem regarding subject allocation? 
L. No, I did not experience such a problem. 
S. So, have you been given subjects that you have been trained for? 
L. Ja, I have been given the subjects that I have been trained for. 
S. Do you find that you have been given a lot of responsibilities which are disturbing 
you in your actual classroom practice? 
L. I have trained for 2 subjects, but I only teach one. The reason is because the other 
subject which is guidance, they don't see it as very important you know. There is HOD 
for that subject but they do not take it seriously. They think it is just an additional 
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subject and it is not important, whereas we experience a lot of problems. It is vital to 
aave a period of guidance, strictly for guidance so as to g1.1 :;.!e the child, so that once 
we are having a child who is problematic in our community we can help them. They 
don't get enough guidance from their parents because some parents are working daily 
for more hours, and then some are working few things. So they do not get that. . . 
parent and the child talk, so they need a lot and then they see other children they think 
how this child is having a drug and they join this thing knowing what is good and 
wrong. So the guidance is another problem in my part, because I didn't get the chance 
to use my knowledge from the university. 
S. And the violence; was it not a problem? 
L. Violence, oh; it is a problem. It is a big problem. Because some robbed one of our 
worker. They took a cellphone and they shot that guy. So there are a lot of things 
happening. 
S. It was scary I suppose. 
L. JA, definitely; especially during registration time. They even wanted to rob us our 
registration money, but they didn' t succeed. We noticed them before they could act. 
s. Are these people fro m outside? 
L. No, students, but they are not yet registered . Students from our school. So these are 
lots of problems you may call violence. 
S. I want to understand the strategies you have been given the kind of situation you 
have just explained. 
L. The strategy hrnm; I didn't do it on my own, it was a joint thing from the staff So 
there are discussions concerning the issues that we come across. Whether in a 
classroom, so we discuss all these things . So this is the only strategy we did . 
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S. But sorr.~i.imes you have to go alone and create your own strategie~ 
L. Ja, sometimes. Like I said you couldn't do that because you are different from that 
teacher, so you have to use your own way of disciplining the child . 
S. What kind of assistance did you receive during your first year of teaching? 
L. I didn't receive any assistance. 
S. So the school did not have programmes to help new teachers? 
L. No, not in my first year, but after my first year it was then that I received help . 
S. What about the principal, did you find him helpful in trying to make you grow 
professionally? 
L. Yes he was. He always wanted to know the difficulties you are experiencing. He 
always needs to help. He always want you to be in class. He was helpful in anyway 
because that shows the commitment of himself. 
S. What do you think can be implemented to help the new teachers in their first year of 
teaching? 
L. I think resources. They must get resources. And the other thing is the large number 
of students in the classes. So if you are a first year teacher, you do not expect 60 
students in a class, how can you cope with that. I think that is the other area the new 
teacher needs help . 
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APPENDIX 2. INTERVIEW TRANSCRIPT: SC}IOOL B. 
INTERVIEW 3. BEVERLY: 1999-04-08. 
SYDNEY. Maybe just to give it a kick off, let me understand firstly about your of this 
profession. How did you become a teacher? 
BEVERLY. How I actually corne about was, I had an education bursary from the 
department while I was studying in the university. I did my junior degree and honours 
and then my teaching diploma because that was compulsory. Then I did apply for a 
couple of other jobs around the commerce sector and also applied for teaching post 
here and I was offered the teaching post. I didn't set out maybe when I started that I 
want to become a teacher, it kind of turned out in that way. Whether I will remain a 
teacher in the long turn I d(:m't know. I think maybe I would like to try something else 
and maybe to come back to teaching, we will see, you'll never know. Teaching wasn't 
completely newto me, my Morn used to tell me that teaching is the only profession that 
you can go with it 12 years of experience. My Morn is a teacher, she teaches here in 
the high school. I was a kind of used to that, so that wasn't something completely new 
for me, not knowing what is expected of teachers . Your time constraints, the type of 
kids, the type of horne that you have. 
Something else that was very different that I think is unique to me is that I matriculated 
in this school. I was schooled here and I carne back and teach in this school. So I am 
familiar with the environment, the community, the type of pupils that corne to the high 
school. And I think people who corne from other parts of the country will find it 
foreign. I think as a first year teacher I found that it is quite time consuming in that 
your preparations for your classes every day takes up quite a bit of your time because 
you make new notes and try to think about what you have to teach. Doing everything 
from the scratch, you don't have a basis you are working from which experience 
teachers do have. Obviously you will have a quite a couple of time and it is quite 
something new. 
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I think something else that was very necessary to do and I was given every support in 
doinf,- I.hat is, I am now 23 years, so I am not that older than pupi!c who are in matric, 
and it 1S my first year teaching and I am teaching matric. It is really important that 
when you come into you got to be able to distance yourself from the learners, and you 
need to be quite strong in doing that. And it is important that you kind of distance 
yourself from the beginning, otherwise you gonna pick up a lot of problems later on. I 
haven't had any major discipline problems or anybody being rude or undermining my 
class yet, I hope not. I think that is something maybe from my Mom's teaching 
experience. What the teachers kind of how to .. , at the school, told that give certain 
strategies or certain ... and that has worked for me. I think maybe some people might 
battle with that, but like I said maybe it is because of the living in the environment. 
S. What kind of disciplinary problems do your students depict? 
B. It is like I haven't had any major disciplinary problems. The biggest problem I 
experienced was simply not necessary controlling the class, not making them quiet. 
That type of a thing is fine . Probably things like ensuring that they are doing their 
homework, because when given the homework they don't do it, they will come to the 
class and say blahl blah! blahl or if you give them work to do in a class, okay they 
must do it in class, I can't sit on my desk. I kind got off walk between and just make 
sure that they are working and ask them questions about how far are they. Maybe that 
is how is normal, but no problem of being rude or just ignoring you or something like 
that. 
S. What kind of classes were you allocated? 
B. Really, I mix rather across the board, because the subject that I teach is a choice 
subject, so you got the combination of everybody; English, Afrikaans, your top 
students and your weak students. Unlike in subjects where for an example, languages, 
where you stay in class groups. It is a sort of, my classes are quite big because of the 
choice subject. And then they are quite big and you have to obviously allow for stricter 
control. You have kids of higher grade, standard grade, everything together. Some 
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classes that I have had a bit of a battle it was my grade ten, it was really a big class. I 
suppose your ... seems to be weaker classes, it is quite normal I suppose. I don't think 
that in my case you have to do with your learners that are less intelligent or slow 
learners, it really just depends on how big your classes are. I think that is maybe one of 
the biggest constraint. 
S. As a new teacher, were you given support more especially regarding classroom 
discipline? In other words, Does the school have programmes to help you cope with 
these conditions? 
B. There is a programme which they will put through. We do have someone who is 
assigned to the new teachers. Who before the school starts will come and introduce 
you to the school, show you how the system works, problems that new teachers have 
and suggestions that you can maybe consider in knowing your learner. Obviously if 
you are having a problem, there is a structure in the school such as that each single 
standard in the school has got what we call standard heads or grade supervisors. If you 
are having a problem with a learner in a particular standard you then go to the grade 
supervisor of that standard and you work through that with the learner. Something else 
that I know it is quite true is that, I find that the parents are very supportive of the 
teachers . So if you are having problems with some children who cannot work, they are 
failing, cannot achieve what they should be doing, you just first consult with the 
parents. The parents are usually on your side and then you can work through like that. 
Usually you work through the subject heads and they get hold of the parents. 
Obviously, when you get any problem in any area you can to the person who is in 
charge for us, she has been here for quite a while. That is the only kind, that is the 
structure that helps you, but there is no specific programmes or constant check-ups as 
to how you are doing. It is very coming from you expressing problem. 
S. How are personally coping with the situation? 
B . You got to have some kind of time management. You got to have a working plan as 
to where you go. You must know what work need to be covered by when. And if you 
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can work like that you tend to be more organised, you tend to see where you are 
going, you tend to stay up to date. You just kind of go e,,;..ryday, you just think of 
work. For me I think I like to work out exactly what I need to get done. I think 
something else, I really believe that personality of the teacher it influences the climate 
in the classroom as such. For me I don't like to .. I am not a strong disciplinarian that 
shouts at them, that enforces them. I am more of a positive approach, but it has 
worked for me especially when I am in a class. I am on the one to one basis with them. 
if something, if it is a problem then we deal with it not in a soft way but in a diplomatic 
way. If there is a noise in a class I will ask, what is a problem? And resolve it and we 
carry on with work rather than shouting at the students, for me it is working. If 
learners are just talking in class, I don't just yell at them or that sort of a thing, what I 
simply do I tell them that if you don't want to be in my class, you just got to get out 
my class, I am not going to butt your head off, but don't disturb the rest of the class. 
Or instead of shouting at them wpat I will do I just simply walk at them and softly in 
their ears I will ask them, please be quiet it is disturbing my classroom. That seems to 
have the effect instead of shouting or keep quiet for the rest of the lesson. That is my 
personality and I am sure a different teacher will do it differently, for me it has worked. 
I don't know maybe in another situation it won't work like that. 
I think something else which is quite also important especially for first year teachers ­
maybe I say this because I had a bit of experience with my Mom being a teacher - you 
got so much to do and everything is so new and you got so many lessons to prepare 
and you end up when you go home all you doing is school work, and eventually you 
are going to sleep later in the night and you come back and you go to school. Over the 
weekends you spent trying to plan things. It is really important that you have somehow 
or other a type of activity or something that you do that is totally not school related at 
all. Where you just go and play sports, or just go and do something else. I think that is 
really very important. I am a keen sports person, I do quite a bit of sport and I am 
involved in club coaching and that type of a thing, so that it gives me a totally different 
type of focus . 
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s. Having spent the whole first quarter, can you say that you feel you are on the track. 
Do you feel there are 110 more hurdk.; to jump? 
B. I think there are going to be a lot of hurdles to come but I think I am much better 
prepared for them. I know what to expect. I know what is expected of me. I know 
how the workload is liKe. I am better prepared, so it is easy I suppose to get to where 
you are going, where you must be. I don't think though that there are a lot of things 
that you going to have to or I am going to learn to do later, but I think that will come 
with experience. But I do feel that I am more on track now than what I was in the first 
term. I got a better ideal ofwhat must be done. 
s. What type of support measures can you recommend for new teachers? 
B. I think that a lot of:eachers fall, especially in their first year, because they don't 
maintain a discipline code ofwhat they wouldn't want to accept in their classroom. 
Then they will adapt to that but if in the first term they can be kind of run free and be 
little bit noisy, and get away with not doing the work, then it is not going to change. 
That problem is going to snowball and that is going to be really difficult for the first 
year teacher to be able to cope up with, because you have got learners that you can't 
control in a class situation. Even myself I underestimated the importance of that. I was 
lucky in the sense that I was able to stamp some sort of discipline code, because I had 
the necessary advices of important people at work. I think that is something first year 
teachers should be really be aware of. I think also they need to have a little bit of 
guidance as to how you need to plan your work that you need to cover, how much 
work, homework do you expect learners to do. How you would like the department in 
the school would like to have your papers, that type of set-up, because the way that 
you are going to teach the work in the classroom that is the way you going to test the 
learners. For me as a first year teacher, although I know what work I had to cover, I 
don't know exactly what I need to stress, that means, Exactly how much the focus to 
be in the exam papers that I set-up. I think ifwe just get a better outline of that system, 
I think we need to have as much information as regard to how t settle in the system 
successfully. 
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S. Other people may say that teaching is a profe!:2ion whereby a teacher is learning 
through doing or experience, hence the saying, "sink or swim" . What is your view on 
this issue? 
B. I think that any good teacher has obviously certain amount of experience behind 
them, but I think that as a new teacher obviously you are going to experience certain 
things. I think you can be the most successful new teacher and be able to learn or have 
a quicker or steeper learning curve if you are given that kind of guidance right in the 
beginning. That just give you a bit of kickstart and you can get going rather having to 
go through all the problems. 
There is also something else that I must say that I have noticed. It has been my 6th year 
I have been out of the school. And I find that the type of the pupils or the learners that 
are at school now are very different to the type of the learners that were at school 
when I was there, and there is now six years difference. The type of choices that they 
have to make, the type of home where they come from, the type of activities that they 
engage in are very different. I think the learner as such in standard 9 or matric is more 
mature, in terms ofwhat they are doing. Is lot more mature than say six years ago. Lot 
of learners now cannot do sports after school. It is not compulsory any more because 
they must go and work. Lot of them comes from broken homes where they don't have 
a necessary support coming from home that really makes them become independent. 
The types of things that they involve themselves in, a lot of them abuse alcohol, a lot of 
them have got the whole story of drugs more available to them. It was never like that 
six years ago, and that is different type of persons we are teaching. It is important to 
kind of realise that maybe that the strict disciplinarian structure that you could put on 
pupils a couple ofyears ago is not necessarily going to work with learners that we 
have now. That was for me one of the biggest problem when I came back from 
university for teaching. 
S. How do you find your relationship with other staff members? 
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B. there are a couple of new staff members so we got friendly from the beginning 
anyway. For me as you reIr.!,nber that I was schooled here, I know a couple of the 
faces so I probably feel more at home. 
S. So you did not have a problem of adjustment? 
B. No, because I knew how the school functions, how it looks like, the environment, 
who is in charge, that type of things which makes a big difference I think. But there are 
a lot of new faces from staff members who were not there when I was here. 
S. But you did not feel threatened? 
B. No, not at all. 
I think in any staffroom you are going to have a couple of grouns between teachers . In 
the staffroom is quite funny, and you find that you do have a clique of peoples or 
young people tend to sit together that type of a thing. But there is no overwhelmingly 
threatening culture in the staffroom. So it is almost like they mind you, you just 
coming into the system and kind of get on with it, there is no big deal. 
S. New teachers are sometimes overburdened with responsibilities of the school. I just 
want to understand your experience to regard. 
B. I think obviously as a new teacher you are going to end up doing a lot more jobs. If 
they are looking for people who can officiate at athletics, they are going to ask new 
people to do it, you know and you just kind of do it. Or if they need people maybe to 
help out with social function they are going to ask new people to do it, that type of a 
thing. It is not done in a nasty manner, it is almost a bit out of respect, that maybe an 
old woman who got a family and children doesn't necessary need to come out. In that 
way it is not like a big hierarchy, it is a bit more out of respect that you do a little bit of 
job. 
S. Do you feel worried about the progress or success ofyour pupils? 
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B. Yes I do, I do worry because I do n0:have any- as a new teacher to evaluate 
whether my teaching method is successful or not. I will only know maybe at the end of 
the year when i can see what kind of results i will get and then decide that worked or 
there is a problem here you gonna have to change it. Yes I do worry because it is 
almost like those building rocks to a point of .. . my performance as a teacher and I do 
not know whether I am doing the right thing or not at the moment, so, that worries 
me. At the moment there doesn't seem to be any big problem ahead up those 
evaluation. I think maybe after the June examinations have been written you can be 
able to identify whether the method is accurate or whether is going to be a problem or 
not. Sometimes also I refer to the person who is my subject head to check whether I 
have done it correctly. 
S. Beside academic involvement with pupils, how do you relate to them socially? 
B. I do coach at the school and that is quite something in my... when I want to do 
something and pupils do not understand, often learners can explain better. In a way 
you got to interact with a learner not on a teacher-learner basis but you are on a more 
one to one basis. You can have a little bit of fun if! put it in that way. You are in a 
different kind of a situation. Sometimes you organise functions, like you know, by the 
end of the hockey season you go with the hockey club for lunch, something like that. 
So that is the only way I interact with the learners at school if there is school functions 
or something like that. But on a social basis outside of the school I don't have any 
interaction at all. 
S. What about their emotional concerns, sometimes a kid may experience some 
problems at home. How do you handle it at school? 
B. Well that worries me, especially the fact that the community that we serve there are 
a lot of single parents. A lot of kids come to school with a lot of emotional problems 
because of the type of the family that they are coming from. That is worrying me 
because obviously it is going to affect their performance. For me as a first year teacher 
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I need to be aware of that but I don't necessarily as a first year teacher deal with that, 
that is the duty oftht:. .;upport structures, but you need to be aware of that. 
S. Do you think the school is having enough teaching materials t help you? 
B. Ja; I think the teaching materials in the school are pretty good. You got a lecture 
theatre at the top that you can utilise. We got speakers that you can use, 
slides,overhead they supply with top standings. They have got TV's and tape recorders 
if you need something like that. I think that is kind of almost support is very much 
there. It is just the initiative of the teacher to use them. Computers are there you can 
even internet the kids. The learners as such they sit with computers in their classroom 
but there is a computer in the school they can use. In that way I think the structure of 
the school as such is quite good. 
S. Does the school helps the new teachers in utilising them? 
B. I think we used to utilise most of those things anyway like your overhead projector 
that we used or something like that but is open to everyone to use if you want to. 
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INTERVIEW 4. REGINALD. 1999-04-08. 

SYDNEY. Can you briefly expICl:"" your choice for teaching. That is, how did you 

become a teacher? 

REGINALD. I was actually never wanted to become a teacher. I was actually going to 

engineering. I passed my degree in the university and I haven't got my teaching 

diploma yet. I am doing my HDE this year part-time. You know, because I was 

finished with my degree and I couldn't get ajob. I applied everywhere and I did 

majored in physics and maths. So I gave my CV to operational employment, that is like 

business or agents. These guys phoned me and told me that there is a teacher 

employment, so I applied and told them that I am still doing my teaching diploma, then 

they said it is fine as long as you can come and teach. So I said it is okay. 

S. What kind of problems did you come across? 
R. JO; I was very very nervous, because it was like the whole new world that I am 
entering there, looking after foreign people. I can say my most thing that I was 
concerned about is, if somebody ask me a question and I don't know the answer. That 
was something I was much concerned because now standing infront of a class and 
somebody ask me a question and I am not be able to answer. But up to now I am able 
to answer all the questions. The first day was heavy but after that it was fine, really I 
am enjoying teaching now. 
S. Do you remember what other things you come across. Like your relations with staff. 
R. They were fine. The first day they accepted me, I mean I had no problems. They 
were like corning to me and say Mr Arendse if you are having a problem come to us 
etc. etc. they were so friendly. They make you feel at home. So from the staff point of 
view there were no problems, and the kids actually liked me I do not know what I did. 
They really like me a lot. I think I see a future here for me, there wasn't actually any 
concerns of, I mean the school, the environment, everything. I mean they got every 
facilities here, it is a nice school. Really it is a nice area but the only bad part is because 
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I have to drive from home far, and get here in the morning. But other than that really 
the school is nice and I am enjoying teaching a lot. 
S. What is your experience as regarding discipline? 
R. Discipline, hoo; it is like a major problem, really it is a major problem. I never knew 
that it could be so tough disciplining pupils. You stand infront of the pupils then you 
try to teach, then, blah; blah; blah; it is going on then you try to calm them. My first 
two weeks I must say, I really had problems with the pupils. They didn't want to listen 
to me at all, then I tried to make jokes, and laughing and going on being crazy, after 
that it was fine. What I did, I went and ask advice from somebody, then they told me 
that if anybody talks and he is out of line, then you sent him to the head of department, 
subject head or whatever and they get punished further, and they get reports we notify 
with parents and all that, they are going to be put on suspension, al that. I initiated that 
and I can see afterwards it is working really. Kids are actually listening to me. What I 
also learned is that, try to enforce discipline first and then you can teach, not teaching 
then discipline it is not going to work. You must learn that immediately, that is what I 
have learned. 
S. The school does not have programmes to help beginner teachers in this regard? 
R. No they don't have, not in the moment. You are on your own, strong in the deep 
end. 
S. What about the subjects you are teaching. What problems did you come across? 
R. When I started I was teaching science and maths and it was fine the workload was 
okay. I only teach standard 6 and standard 7 and I think the work is easy. The work I 
did in the university is way different from this one. The work here is easy. I have 
learned that science for me is interesting but the one thing I actually struggle with is to 
bring over that science in such a way that they enjoy it because they sit and look at you 
in a class and yawning being bored. Science is not such interesting to the pupils and 
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that is what I want to do. I want to make it interesting for them you know, like doing 
someth;!ig exciting or something, because they got totally negative ·~:titude towards 
maths and science and that is what I want to improve. 
S. Tell me about your relationship with the parents. 
R. we had a parent-teachers meeting and about eight to ten parents came to see me, 
but I did not have enough time to speak with all the parents. But during that parent­
teacher meeting it was first time that I ever spoke to parents. Some of them were like, 
what do you teach my child, they want to know everything. So you have to state your 
facts and all that, like \Vhen the child is rude they don't want to know that the child is 
rude. They think the child is an angel. But I don't have complaints about parents. I am 
sure in the course of the year I will met the lot of them. 
S. What can you recommend as the support programme for beginner teachers? 
R. When I came here I was just put across to teach "finish and klaar". When a teacher 
comes, before he starts teaching, take him to let the teacher stand in the classroom and 
observe, because the kids take advantage ofyou. So, let the teacher stand there and 
they will show to other teacher who is older than you. Then the other starts to show 
you how to discipline. Firstly help the guy with discipline of students because it is very 
difficult for the new guy to come and discipline students, because as a new teacher 
they gonna make life difficult for you. If it is a programme I think it should show how 
to discipline students firstly. Then, methods of teaching I would like to see that also in 
the programme, how to bring over something because you know I did not do my HDE, 
so I do not know how to bring something in a right way. I mean different teachers 
bring different ways but I would like to know how to bring it in the possible way that 
suits you and suits the pupils, and that is basically what I need to know. 
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APENDIX 3. INTERVIEW TRANSCRIPT. SCHOOL. C. 
INTERVIEW 5. GOLIATH. 1999-04-12. 
SYDNEY. Why did you choose teaching? 
GOLIATH. Why did I choose teaching as a career? Okay, I chose teaching because 
when I was in sort of primary and high school, there were a lot of teachers who 
impressed me with the work they did . Not only in teaching a subject but also getting 
involved in pupils' lives and things like that. For me I felt that was really very 
important thing, trying to make a change especially in a young person' s life. That is 
why I chose a high school because I felt I could make a difference not just in Biology 
or whatever subject I am teaching in general in the kids' lives. Why specifically in a 
high school, because when you get to a high school there are a lot of changes, not just 
in <;chool work but I mean in the whole personality. I think the teachers have an 
influence on what the child is going to do or decide to do, even like it was in my case 
you know. A lot of teachers influenced my life and that caused me to make a lot of 
decisions especially where my career is concerned because there is a lot of things that I 
saw in them that I wanted to bring out those qualities in other kids as well . 
S. Tell me about your professional training. 
G. I went to UWC and it was a very tough time for me actually. I had a very, very 
tough time because working and studying took a long time. I enjoyed myself though. 
The only thing was that, again, I had no idea, there was a vast difference for me, going 
from matric to university really and I must say my understanding of university life 
was ... I had very little understanding about university life which made it even more 
difficult for me. 
S. How long did you spent in the university? 
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G. In all seven years, but it is because ofworking and then leaving studies and then 
going back again. So it was an on and or-:' situation. Presently I am just temporary in 
my post. I suppose they are going to advt-rtise the post and I will apply for it. 
S. Do you teach subjects which you have been trained for? 
G. Actually I am just teaching one of the subjects I have been trained for, but a lot of 
the work, a lot of the information that they have given you is not a direct application 
in the work that they are doing. It is little bit more actually. So I would say, yes 
basically, but a lot of the work is ofwhat you have learnt. I would refer back to what I 
did in school than what I did in the university, so it is not so much as what they've 
trained you, it is more ofwhat I know. And again, what I did so far in teaching the 
subject that I've got is the way teachers have taught me when I was at school, primary 
or high school. I tried to either improve on that or if I like, the way the teachers did 
that, I would actually copy it sort of and do it with the kids because I think the subject 
should be fun as well. It shouldn't be something boring. 
S.It is interesting, sometimes you apply your teaching the way teachers taught you 
rather than the way you have been trained. 
G. Ja; because I have seen the thing to me is somebody has to be effective. It is no use 
you are teaching something and it is not effective. The child will not be interested in it 
because of the way you are trying to teach it. So I try a lot of things and see which will 
excite the kids more and in that way. If they are excited about the subject I think they 
will remember more than actually having to go and sit and study for exams and they 
really don't to do that. I think it makes things easier for them as well . I also think that 
the subject should be - I am not saying that the class should be playful- I think it should 
be more a type of active class, more involved. Of course it is not always possible with 
classes like here. 
S. How do you cope as a new teacher? What are those things which make you to cope 
every situation? 
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G. Oh, gee; I feel that }the students succeed in what 1 am suppose to do, not just ~n 
the marks that they might get in the test, but understanding. Because I find that a lut of 
the students cannot write down on a piece of page, but if you ask them to explain or 
give an idea as about the work, then you find that there are some sort of 
understanding. They might have difficulty in writing it down. It was a big adjustment, 
yes, a big adjustment especially the first thing that you are scared of is, are the kids 
going to accept you? because 1 think a lot of teachers walk around with this notion, 
you want to be liked by the children. You don't want them to say, 1 don't like that 
teacher. Then you are going to have a problem of communication because you find the 
kids don't want to talk to you. They won't open up to you and it is very much difficult, 
that is the first thing. The other thing is that you don't want to be too lenient because 
then they take control of the class. So you have to be somewhere in between those 
two. So it is a situation of you adapting to the students and the students adapting to 
you, not just in the style ofwork but in the way you are doing things. Now you want 
to do something and you find no, but you can't because the kids are noisy. That is also 
a big thing- a lot of noise because it seems then that you are not able to control your 
class. So that is also a scary thing, very scary because you think the other teachers and 
the principal and everybody else must hear your class making so much noise, and 
everybody else must be thinking, she cannot control her class, she cannot teach, what 
is she doing? the kids are out of hand, they playing around, shouting and all those 
things are going through your mind. You don't want to be too strict but you want to 
be in control of your class as well. 
S. Especially were you have been taught that if the class is making noise that means 
they are not learning. 
G. Yes, and they not working. 1 had a situation where we did group work and 1 went 
from one group to the other and the problem was my groups were too big. There were 
too many members in my groups, so the noise was, there was extremely a lot of noise 
and 1 heard the principal walking in and he went to my HOD and told him "1 don't 
think Ms Goliath can control the group work". But anyway that was my only problem. 
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I am trying to do something where students help each other because I think especially 
in my situation where the languag.; is the problem, so I thought maybe if they could 
explain to each other in a class by uoing group work in their language then there might 
be a better understanding of the work. But my fault was, big groups, too many 
members, too much noise. But everything is a learning experience as you go along and 
each school is different I suppose. All students are not the same so again you have to 
accommodate each one of them. 
S. Do you get any help from the school? 
G. From the school itself yes . I will say these people or the rest of the teachers will ask 
you, How are you doing? Are you coping with the class? This is what you have to do, 
or this is what I have done to cope with this particular class, or try this maybe or that. 
So I would say there is a lot of help coming from teachers and the staff as a whole and 
the principal. 
S. In other schools there are formal structures or induction programmes where new 
teachers are helped like in other professions ego Law, nursing etc. how was the 
situation in your case? 
G. I think it is basically the same incident. It is obvious maybe your HOD will come 
and sit in your class just to see how you handling your task. Ifhe/she finds that maybe 
you could have done it in this way, that is fine . I will go to one of the teachers and tell 
them, I have got this problem with this class, maybe I am handling things in a wrong 
manner or something, is there anything I can do about this or what do you think? We 
have these little meetings on Wednesdays where we sit and talk as a group. Everybody 
sits, chats about problems they have in that class or how would you think I should 
handle this work, how do you think is the best way for me to do these experiments or 
things like that. So I would say there is a lot of hard work. So it is helpful in some way, 
you don't feel alone, you don't feel isolated. People are actually concerned. I think it is 
a good because otherwise if you were alone and things went on badly as they were 
then you would feel as if you have failed . 
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S. Is there ~.:~j other thing which gave you a problem beside class discip'..;_le? 
G. Beside class discipline for me at this particular moment I can say, violence. A lot of 
our kids are members of the gangsters in the community. They fight in the community 
during the night and during the day we teach them. It is a scary thing, prevention 
should start now. Our schools are not much safe. Our schools need to work together 
with the community to fight gangsterism, otherwise we will never overcome the 
problem ofviolence in our schools. 
S. Anything you can recommend for new teachers? 
G. To new teachers, I would say that they would have to be open to suggestions. 
Sometimes we find tha: people want to help us and then I don't think you should take 
in a way that people want to tell you what to do or make you feel as if you don't know 
what you are doing. I just think you have to be open to those teachers, I see myself as 
still being in the learning process, it is continuing it is a continuos thing. One other 
thing is that if you move from one school to another, even ifit is close to one another, 
you have to adjust. There is going to be a lot of adjustment, it is a continuous learning 
process. I mean it doesn't matter whether or not you have how many degrees behind 
your back though, you just have to be open to a lot of suggestions and opportunities 
and make yourself available to that. 
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INTERVIEW 6. YUSGF. 1999-04-12. 

SYDNEY. Why did you c!.00se teaching as a profession? 

YUSUF. Okay; I chose teaching as a profession because I wanted to develop the 

pupils. Ifyou can look outside, I will make an example, if you can look outside there, 

most of the teachers are not committed to their work. So I have chosen this career 

with the aim of changing the style that I have experience or that I have observed 

already knowing that maybe this can contribute something in our new South Africa. 

S. Tell me a bit about your professional training. 
Y. Yes, I applied for Peninsula Technicon and I was granted a place to study there. In 
my first year the situation was so difficult because I did not know how to tackle or 
how to adjust myself in that situation. So the situation was so ciifficult but anyway I 
tried by all means to cope with the situation and as the year went on, my lectures were 
always talking about the problems which are experienced by most of the schools in 
South Africa. So, their curriculum was set in a way that was going to change, in fact to 
help beginner teachers to cope with the present environment. I studied for about three 
years and for Diploma in Commercial Education. 
S. Do you teach the same subjects that you have been trained for? 
Y. Yes, I am teaching Business Economics in standard nine. I am also teaching 
Accounting in grade eight. Unfortunately, the pricipal requested me when I arrived to 
teach history in grade eight. So, I took it because it is so difficult to refuse when you 
arrive in a school because you don't know whether that is the way in which the 
principal tries to know your attitude you see. So, I am still teaching it but I won't be 
teaching it next year. For computers, the problem is that they don' t have a computer. 
S. Being your first year in teaching, can you tell me your experiences as a new teacher? 
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Y. I have experienced unfortunately let me put like that, a lot of problems. Firstly I 
mu~: start off with the lack of resources in the school. There are _10 resources at all. It 
is so difficult for a teacher to deliver your instructions the way yuLl planned to deliver 
it, but in a way we as teachers we are trained to by our institutions to cope with the 
situation. Another problem is the overcrowding of classes. The classes are in large 
numbers and you'll find out if you are teaching the students become so bored, you see. 
Some of them are not listening to you and you find that it is so difficult to make them 
understand and to achieve the exact objective that you have planned or that you are 
determined to achieve and there was a problem. But maybe that is the problem which 
occurs in all the schools. 
The problem of a conflict between staff and management, that is the most difficult 
problem. It is so boring to me. There is a misunderstanding, let me put as a conflict. 
The misunderstanding between teachers and the management of which that makes 
things to be difficult for one to try and create something for himself or herself Like for 
instance, if you say, I am Mr Yusof and I am going to do something to change the 
school or to develop the school. The other teachers won't see it as you planned that 
particular thing. They will see it as something that, okay Mr Yusof is a curious person 
so you will find out now that teachers are so afraid to come up with something that is 
going to develop the school and that is going to contradict towards the culture of 
learning. It so confusing because you need to know those people first, because before 
you do anything you must know what do they like, what don't they like, all these kinds 
of things. 
S . You mentioned the problem of overcrowding. How can you relate this issue to 
classroom management? 
Y. it brings a problem because, like for instance we have a class here of 80 students if I 
am not mistaken. If you go to that class, you go there knowing that, I wonder if this 
period will end. So, you go to that class knowing that you are going to have a tough 
dealing with those students. It is so difficult to discipline them although you try by all 
means as a teacher, trying to show them what is right and what is wrong. They must 
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distinguish between those two things. But it is so difficult like for an instance, a noise. 
You will find 01:1. that when you are teaching, telling them something, makJ!ig 
examples, one student or two students at the back will come up with their tiling which 
is out of the topic or out of the lesson, so you have to attend to them which means it 
affects your time. It afects also your planning, the steps that you have planned for the 
lesson. So those are the difficulties that I think most ofus experience. 
S. What is your experience in relation to violence? 
Y. 	 Violence is hovering over us everyday. But I have never experience any violence in 
this school. One thing I know is that a lot of our pupils are members of gangs 
outside. So any time they may decide to come and solve their problems here at 
school. Always thinking ofbeing attacked by these dangerous kids really disturbs 
our teaching. You fear even to reprimand the children when you see them 
misbehaving. 
S. Can you tell me a little bit about the kind o  assistance the school is offering you as 
a new teacher. Is there any support from the school in helping you as a new teacher? 
Y. There is such a support if I can put it like that. The only support that the school 
grants to new teacher is that they tell them, in fact I was told to come to the HOD, to 
the principal, to come to any teacher in fact to ask about something which I don't 
understand. So they will try by all means to understand, I mean to make me understand 
those things. And another thing that was done is that when there is a workshop the 
new teachers are told to attend them. So, those are things that help us also as new 
teachers. But coming to the classroom situation there is no one who is coming to 
support or take you out of the situation. Then you must look at the means of resolving 
the problem yourself, as an individual which means you must go back to the principal. 
The things about the principals and the methods that you have been taught at tertiary 
level or training college so they need to be applied now in the real practice. 
S. Do you think that the theory you acquired in tertiary level helps in real practice? 
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Y. Yes, that theory helps a let, although you will find out sometimes that some of the 
things are not working so you nC1:,re to look now at alternatives yourself. How can I 
apply it so that it can work, but at least it works if you apply it effectively. 
S. Is there anything perhaps which you would like to add in summary concerning the 
first year of teaching? 
Y. 1 think to wrap up I would like the teachers in fact who are going to start teaching 
to know this, to experience these things. When they go out to schools or for practice 
teaching and so on, a teacher must not go there just to get their credit you see. Not 
only the academic side but the whole situation of the school knowing that when she/he 
will experience those problems so that is my request. Another thing I would like the 
schools to consider is the number of students because of the problem are not created 
by the lack of respect in fact from the students, but they are caused by the number of 
students in the classes. Ifwe can have maybe 40 students per class I think that can 
enable everybody to control the class. 
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